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ABSTRACT 
EDUCATION OR TRAINING: 
THE DEVELOPMENT OF CRITERIA FOR 
ASSESSMENT 
FEBRUARY 1988 
MERLE W. HARRIS, B.S., CENTRAL CONNECTICUT STATE UNIVERSITY 
M.S., CENTRAL CONNECTICUT STATE UNIVERSITY 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Jack Hruska 
The rapid growth in employer-sponsored instruction and the con¬ 
comitant interest by some employers in securing college credit for 
their employees enrolled in these employer-sponsored courses create the 
need for criteria to distinguish between education and training. This 
study was designed to develop such criteria and determine if they could 
be used to distinguish education from training in specific learning 
experiences. 
In the development of criteria, this study drew on the work of four 
philosophers: John Dewey, Alfred North Whitehead, Robert Maynard 
Hutchins and Mortimer Adler as well as three major reports on higher 
education. From these philosophers and reports five criteria emerged: 
knowledge, communication skills, intellectual skills, moral development 
and civic responsibility. Other resources, including Bloom’s taxonomy 
of educational objectives, were utilized in defining the criteria. 
Once the criteria were determined, a framework, including two 
checklist instruments, was developed to operationalize the criteria so 
vii 
they could be utilized in assessing learning experiences. The frame¬ 
work was then used while assessing eight learning experiences, four 
offered as part of training programs and four collegiate courses. 
In general, it was found that the criteria, as operationalized, 
could guide judgments regarding distinctions between education and 
training. Using the criteria, distinctions which emerged included an 
emphasis on the theoretical characterized by attention to universals 
and abstractions, an emphasis on higher level intellectual skills and 
attention to communication skills for courses labeled education as 
opposed to others labeled training. On the other hand, some courses 
labeled training were close to those labeled education on a number of 
the criteria. Among the problems which surfaced were the inability to 
quantify the criteria; the linkage between method and the criteria 
making it hard to determine if a course is education when it is being 
poorly delivered; and the difficulty posed when attempting to determine 
criteria in a single course when educational outcomes are usually the 
result of the overall instructional program. 
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CHAPTER I 
EDUCATION OR TRAINING; 
WHY WE NEED A METHOD OF ASSESSMENT 
The advantage of a deliberate theory, a clearly thought-out 
philosophy, is that it enables those responsible for the 
course of higher education to guide by intelligence and 
foresight, rather than by . . . happenstance (Brubacher, 1965, 
p.x) . 
The Problem 
Problem Overview 
Learning activities are being delivered today in many institutions 
in addition to schools and colleges. In 1981, the National Center for 
Educational Statistics (NCES) estimated that 21 million adults partic¬ 
ipated in some organized educational activity. In that year, 46 
percent of all courses taken by adults were provided in non-school 
settings. NCES figures also show that employers provided one-fourth of 
all courses and contributed some funding for one-third of the courses 
offered to adults in 1981 (Cross & McCarten, 1984).1 
At the same time that a substantial number of courses are being 
delivered by employers, higher education is finding itself in a new 
market as a significant provider of job training. The 1984 National 
LA number of terms are used in the literature for education and 
training for adults provided outside of the auspices of a college 
university. These include corporate education, noncollegia e 
instruction, nontraditional education, and employer-sponsored 
instruction. The term employer-sponsored instruction wil 
throughout this paper except when part of a cited quotat:ion This 
term has been selected since generally the focus is on learning 
experiences provided by the employer. However, learning exper * 
"ovidld by associations such as the American Institute of Banking 
would be included in the term. 
1 
2 
Institute of Education (NIE) report, Involvement in Learn-, np 3ugge9ts 
changes are occurring in traditional roles in the delivery of 
education, changes which may not always be in the best interests of an 
educated society. The report states, "As American society has demanded 
a more highly educated labor force, higher education has become not 
merely a preserver and transmitter of culture but an integral part of 
our economic progress and well being" (NIE, 1984, p.5). The report 
also indicates that concurrently, "more students are enrolled in 
programs offered by corporations, public agencies and other organi¬ 
zations than attend universities" and stresses, "some of these programs 
lead to the bachelor’s degree and thus compete with higher education" 
(NIE, 1984, p.8). 
Students enrolled in employer-sponsored courses often are seeking 
college credit for work completed; the employers offering the 
instruction frequently are proponents of this request for college 
credit. Concrete evidence of this movement toward credit for employer- 
sponsored instruction is found in the activities of The University of 
the State of New York and the American Council on Education (ACE) which 
both operate programs on noncollegiate instruction, determining appro¬ 
priate college credit for employer-sponsored offerings. The number of 
courses reviewed and sponsoring organizations providing these courses 
has increased since The University of the State of New York and ACE 
began their course evaluation efforts in 1974. 
Cross and McCarten (1984), in Adult Learning: Policies and 
Institutional Practices, a book growing out of the Kellogg Foundation 
sponsored Lifelong Learning Project, also cite evidence of increases in 
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the parallel trend, the job-related nature of higher education 
offerings. They state, "The overwhelming majority of today’s college 
students are attending college for job-related reasons, and the 
predominant shift in curriculum has been from liberal arts and general 
education to vocational and professional training" (Cross and McCarten, 
1984, p.19). They further claim, "Many courses offered by colleges are 
training courses that might once have been considered on-the-job 
training" (Cross and McCarten, 1984, p.19). Cross and McCarten would 
endorse this trend as an appropriate response by higher education to a 
new higher education constituency of older, less traditional students. 
On the other hand, this trend may be a haphazard reaction to the 
decline in the traditional college age population threatening enroll¬ 
ments at many colleges and universities. 
Maeroff (1981), an educational writer for the New York Times who is 
cited in major studies regarding employer-sponsored instruction 
(Eurich, 1985; Morse, 1984), suggests that a blurring of function is 
occurring with employers assuming a role historically associated with 
institutions of higher education. Lynton (1982), who since 1978 has 
been studying and writing extensively on the role of higher education 
in manpower development, also points to the growing lack of distinction 
between campus and corporate classrooms. Lynton (1982) states that 
there is "a great deal of employer-sponsored education which resembles 
and, in some cases, is almost identical to college-level instruction, 
but which nevertheless involves no academic institution in its design 
or delivery" (p.6). In his later writing, Lynton (1984) does 
distinguish between the goals of employer-sponsored instruction and 
A 
higher education. He indicates that the corporation’s major priority 
is increasing the cost-effectiveness of the operation and the majority 
of educational programs offered by employers must be consistent with 
that goal. Lynton further indicates that in contrast to the purpose 
for employer-sponsored instruction which concerns itself with corporate 
goals, colleges have as their major objective the full development of 
the individual. This view of the purpose of higher education is shared 
historically by leading philosophers who emphasize that the full 
development of the individual is the mission of higher education. 
However, Lynton does not dismiss the possibility that although the 
goals differ, similar learning may be taking place in both the 
classrooms of the employer and the college. 
A number of educational leaders view the increasing similarity 
between corporate-sponsored instruction and higher education with 
concern (Boyer, 1985, 1987; NIE, 198A). Ernest Boyer, President of the 
Carnegie Foundation for the Advancement of Teaching, believes differ¬ 
ences should exist between the college and the corporate classroom. 
Boyer (1985) states, "Because the corporate classroom is ultimately 
concerned about productivity and performance, its goals are apt to be 
specific, even narrow" (p.xiv). In contrast, he believes the mission 
of collegiate education is to "show how skills can be given deeper 
meaning, place information in a larger context and discover the 
relationship of knowledge to life’s dilemmas" (p.xiv). Boyer (1987) 
warns, "... pushing the boundaries of the campus to the workplace has 
risks ... In the end, colleges and corporations should build con¬ 
nections, but they must also protect their independence . . . As we 
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seek to understand and respect the emergence of corporate education, 
colleges need to clarify and reaffirm their own compelling and 
essential role" (pp.227-228). 
Lynton’s (1984) contention that learning occurring in the corporate 
classroom is, in many cases, the same as that taking place on the 
college campus and Boyer’s (1987) recognition, in spite of his concern, 
that "corporate courses are beginning to gain academic legitimacy, 
being viewed as equivalent to many college courses and appearing on 
college transcripts," (p.227) raise questions as to how such judgments 
concerning equivalencies are made. The determination of equivalencies 
between employer-sponsored and collegiate learning experiences becomes 
particularly important when college credit is sought. Given the social 
use of educational credentials, it is imperative that assurances are 
provided regarding the competencies and learning of degree recipients 
(Miller & Boswell, 1979). Currently, when making credit decisions, 
there is a lack of assessment criteria to distinguish between education 
or training regardless of whether a course is provided by the employer 
or by the college. 
The NIE report (1984), Involvement In Learning, supports the need 
for new meesures for determining how institutions of higher educetlon 
ere performing. The report berates the traditional characteristics 
used to judge educational quality, such as institutional resources, a 
cursory view of the breadth and depth of curricular offerings, Che 
intellectual attainment of faculty, test scores of entering students 
and selectivity in admissions. The report claims that these measures 
are "all proxies for educational excellence" (NIE, 1984, p.15), and 
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calls for more careful attention to the knowledge, capacities and 
skills which should be educational outcomes. Such measures which focus 
on the learning experience also could be useful for examining courses 
in employer classrooms and could be used to assess whether learning 
experiences are equivalent. 
Existing Assessment; Accreditation 
A review of current accreditation practices for educational pro¬ 
grams and courses shows that they do not provide the needed criteria to 
distinguish between education and training. A comprehensive study of 
key accreditation criteria was completed in 1979 (Petersen). This 
significant effort collected and analyzed criteria used by 52 of the 
diverse accrediting agencies recognized by the Council on Postsecondary 
Accreditation (COPA) and reached some general conclusions regarding 
commonalities in these criteria. While it is noted in the study 
summary that the "diversification which exists among statements of 
standards makes it difficult to arrive at valid generalizations and 
conclusions" (Petersen, 1979, p.149), areas which are central to 
accreditation do emerge. The general areas examined in making 
accreditation judgments, whether institutional or programmatic, are: 
goals and objectives, governance, instructional staff, the educational 
program, student services, facilities and equipment, finances, and 
catalogues or publications. 
Although not specific enough to be used as criteria to distinguish 
between education and training, institutional and programmatic accred¬ 
itation standards point out key aspects of the learning experience 
in determining if such a learning experience is 
which may be important 
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education. While standards in categories such as finances, facilities, 
and governance do not clarify the distinction between education and 
training, other accreditation standards begin to form a basis for 
making this distinction. Content, balance in the curriculum between 
the general and the technical, and the provision of appropriate oppor¬ 
tunities for self-development, are important components of education. 
However, although they appear as standards, these elements are not 
articulated in the accreditation literature in ways that can be used to 
evaluate a course as to whether it is education or training. Accredi¬ 
tation relies to a large extent on external measures and not on an 
examination of what is actually occurring in the learning environment. 
Existing Assessment: Employer-Sponsored Instruction 
Currently, in addition to evaluations conducted by individual 
colleges, employer-sponsored instruction is evaluated for credit by two 
organizations, The University of the State of New York (1983-84) and 
the American Council on Education (ACE) (1977). These organizations, 
mentioned earlier, provide a method for determining if courses offered 
by employers as well as labor unions, professional and voluntary 
organizations, hospitals, and proprietary and vocational schools are 
equivalent to collegiate instruction. Both The University of the State 
of New York and ACE processes are based on the premise that quality 
learning equivalent to what is occurring in the traditional classroom 
is taking place outside of the formal educational setting and should be 
recognized for college credit. 
The University of the State of New York and ACE course review 
processes set up mechanisms to 
determine credit recommendations, The 
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guidelines drawn by ACE for various credit recommendations begin to 
make distinctions between what might be education and what might be 
training. For vocational certificates, credit course content is 
described as specialized and emphasizing procedural more than ana¬ 
lytical skills. These courses are training in nature. ACE guidelines 
call for lower division baccalaureate/associate degree credit courses 
to stress analytical abilities at the introductory level. Verbal, 
mathematical and scientific concepts associated with an academic 
discipline are to be introduced as basic principles. Upper division 
baccalaureate courses should involve specialization of a theoretical or 
analytical nature beyond the introductory level and usually require 
prior study in the area. ACE guidelines call for graduate degree level 
courses to Include independent research, critical analysis and schol¬ 
arly and professional application of the specialized knowledge or 
discipline. Key elements of education can be drawn from these guide¬ 
lines, including the development of concepts, basic principles and 
theories, analytical abilities, critical analysis and, in graduate 
work, attention to professional application. 
The review procedures developed by The University of the State of 
New York and ACE to assess noncollegiate instruction, therefore, 
consider some of the elements which make learning education. However, 
the two procedures still focus largely on process and consider many of 
the same external elements central to institutional and programmatic 
accreditation including instructor qualifications, hours of instruction 
and the stability of the sponsoring organization. Although broad 
criteria regarding what is higher education do begin to emerge for 
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distinguishing if a learning experience is education or training, more 
specificity in criteria for making this judgment is needed. 
Existing Definitions: Distinguishing Between Education and Training 
Definitions are available in the literature to distinguish between 
education and training. Branscomb and Gilmore (1975), writing in 
Daedalus and drawing on the thinking of Alfred North Whitehead and 
Robert McClintock define training as having measurability, narrowness 
of subject matter, relevance to time and place and a well-defined use 
and efficiency of information transfer. In contrast, they stress 
education provides exposure to contrasting assumptions and points of 
view, calls for involvement of personal intellectual initiative, 
provides a less constrained range of use and is lacking in measur¬ 
ability on a quantitative scale as to the degree and quality of 
acquisition of Insight. 
Luxenberg (1978-79), a New York journalist drawing on the 
definitions of Walter Buckingham to distinguish between education and 
training writes, "The purpose of training is to develop certain auto¬ 
matic facilities as in language, bookkeeping and the operation of 
machines. The function of education, however, is to provide the 
student with the capacity for analyzing and solving problems that 
confront him in his occupation, in his society and within himself" 
(p.35). 
Three forms of learning are defined in a study of employer- 
sponsored instruction conducted by the Ohio Board of Regents (1982). 
Training relates to technical and manual skills developed through 
repetition with well-defined, measurable results; education focuses on 
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on 
developmental and Intellectual skills and the transmission of knowl¬ 
edge; and development embraces both training and education focusing 
strengthening interpersonal skills, self-awareness, career development, 
attitude changes and character development. 
The Educational Research Information Clearinghouse (ERIC) also 
provides definitions for education and training (Houston, 1984). 
Training is described as the process aimed at the acquisition of 
defined skills relating to particular functions or activities. Edu¬ 
cation is described as the process of imparting or obtaining knowl¬ 
edge, attitudes, skills or socially valued qualities of character or 
behavior. 
These definitions are summarized in Table 1.1. As does the ACE 
Program on Noncollegiate Instruction, the definitions provide a 
foundation for distinguishing between education and training. However, 
the definitions are broad and subject to multiple interpretations. 
More specific and carefully defined criteria are needed for making such 
distinctions. 
Other Perspectives; Defining Education 
There is a vast literature on the purposes and goals of higher 
education which provides possible criteria for distinguishing between 
education or training. Some of this has been written from the per¬ 
spective of the practitioner (Bowen, 1977; Boyer, 1987; Carnegie, 1973) 
and some has been set forth from a philosophical perspective 
(Brubacher, 1982). Educational philosophers such as John Dewey, Alfred 
North Whitehead, Robert Maynard Hutchins and Mortimer Adler have 
addressed what they believe to be the aims of education and have given 
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Table 1.1 
Definitions Distinguishing Between 
Education and Training 
Branscomb and Gilmore 
(1975) 
Luxenberg 
(1978-79) 
Ohio Board of Regents 
(1982) 
Educational Research 
Information Clearing- 
House 
(Houston, 1984) 
Education 
• Contrasting assumptions 
and points of view 
• Involvement of personal 
Intellectual motivation 
• Less constrained range 
of use 
• Lacking quantifiable 
measurability as to 
acquisition of insight 
• Capacity to analyze and 
solve occupational, 
societal and personal 
problems 
• Focuses on developmental 
and intellectual skills 
• Process of imparting or 
obtaining knowledge, 
attitudes, skills or 
socially valued quality 
of character or behavior 
Training 
e Measurability 
• Narrowness of subject 
matter 
• Relevance to time and 
place 
• Efficiency of infor¬ 
mation transfer 
• Develop automatic 
facilities 
• Technical and manual 
skills 
• Well-defined measurable 
results 
e Acquisition of defined 
skills related to 
particular functions or 
• activities 
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their meaning to what are important intellectual skills and moral 
dispositions which should result from an education. However, the 
writings of these philosophers have not been synthesized in a way that 
their thoughts can provide guidance to distinguish between education 
and training in a particular course. 
Problem Statement 
Is education or training taking place in employer-sponsored 
instruction or in instruction offered by higher education? Criteria do 
not exist to distinguish adequately between education or training 
whether a course is offered on the campus or in the corporation. There 
is a desire to secure college credit for courses offered by employers. 
Currently, two organizations, ACE and The University of the State of 
New York are evaluating employer-sponsored courses for credit. Without 
criteria, however, it is difficult to make judgments regarding the 
equivalency of classroom instruction or whether a course should even be 
considered for college credit. As John Brubacher (1982), a retired 
professor of the philosophy of higher education at the University of 
Michigan suggests, “when educational practices are ambivalent or 
conflicting, it is time to study their intellectual underpinnings" 
(p.2). 
Additional Background to the Problem 
Growth in Employer-Sponsored Programs: A Shadow Educational System 
An analysis of both the magnitude and goals of employer-sponsored 
instruction underscores the problem just posed. The movement of 
corporations into areas of instruction which once appear to have been 
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within the purview of colleges and universities call for new approaches 
for determining what is actually happening in the classroom. 
The growing role of corporations in providing education has been 
substantiated in the literature. Craig and Evers (1981) report, based 
on information gathered through the American Society for Training and 
Development, that the past two decades have seen a rapid growth in 
education and training programs offered by business and industry. A 
comprehensive study conducted by the Conference Board (Lusterman, 1977) 
estimated that among the 32 million or so persons employed by firms 
with 500 or more employees, 5.8 million participate each year in 
employer-sponsored education programs. This figure is similar to 
findings in a 1972 survey conducted by the National Commission on 
Nontraditional Study which indicated that approximately 5.9 million 
employees enrolled in such business and industry programs during that 
year (Peterson, 1979). 
Eurich (1985), in a report sponsored by the Carnegie Foundation for 
the Advancement of Teaching, writes that significant growth in the 
number of employee courses, as well as the number of participants, has 
occurred over the past few years. She bases this conclusion on a 
comparison of 1981 Population Survey Figures and 1978 figures reported 
by Harold Goldstein, a former Labor Department economist and authority 
on the Bureau of the Census Current Population Survey. The Goldstein 
figures estimate that in 1978, business firms provided in-house 
training to about 6.8 million trainees in 8 million courses. The 1981 
Population Survey figures Indicate that the number of courses provided 
by business firms Increased by 62 percent over the three-year period. 
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Eurich (1985) states, "that the reporting process was improved, of 
course, but results still suggest a significant growth in the number of 
courses industry sponsored" (p.7). 
Figures for 1982 (American Council on Education) show that higher 
education enrolled some 12 million students at all levels: two-year, 
four-year and graduate. Although the numbers cited for employer- 
sponsored instruction are not for the same years as the higher educa¬ 
tion statistic, it probably is safe to say that employer-sponsored 
instructional activities are more than half the size of the American 
higher education enterprise. 
Cost estimates for employer-sponsored programs vary. However, cost 
data show that employers are providing substantial fiscal support for 
instruction. The Conference Board study concluded that in 197A, 
business spent $2 billion on education and training (Lusterman, 1977). 
The American Society for Training and Development estimates that public 
and private employers invest $30 billion annually in the education and 
training of their employees, about half of the $65 billion spent on 
traditional higher education (Craig Sc Evers, 1981). Lynton (1980) 
estimated that employers in the United States spend a sum on in-house 
training comparable to the combined appropriation for higher education 
in all 50 states, which totaled $20 billion in 1979-80. 
In addition to the Increase in the number of employer-sponsored 
courses, the existence of corporate colleges in the United States, nine 
of which have developed since 1970, underscores the role corporations 
are playing in the delivery of higher education (Hawthorne, Libby Sc 
Nash, 198A). In 1985, Eurich Indicated there were 18 such institu- 
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tions. However, one of these free standing corporate colleges, the 
Wang Institute of Graduate Studies, has merged with Boston University 
(Wilcox, 1987) since Eurich completed her research. These corporate 
colleges are institutions whose primary mission is something other than 
granting collegiate degrees. Nine of these institutions have been 
accredited by the regional accrediting associations, and eight are in 
the process of securing regional accreditation (Eurich, 1985). In the 
list of collegiate corporations are associate, bachelors, masters, and 
doctoral granting institutions. Among the fields in which degrees are 
being awarded by these institutions are: financial services, business 
administration, management, banking, architecture, electronic techno¬ 
logy, computer information systems, engineering, textile technology, 
dietetics, nursing, physical therapy, speech-language pathology, policy 
analysis, insurance and actuarial science, fashion merchandising, 
medical assistant and secretarial science. 
Motivations for Employer-Sponsored Instruction:_Distinctive and 
Overlapping Goals 
The common theme driving corporate programs is increased produc¬ 
tivity and profit. McQuigg (1980), a supervisor for Training and 
Development for Chesapeake and Potomac Telephone, points out in an 
article in Phi Delta Kappan, "Non-business oriented motives for 
training -- e.g., dedication to the concept of education solely as a 
means of upgrading a work force - are rare. Corporate motives for 
training tend to be short-term, functional and- mission oriented" 
(p.324). 
Within the broad goal of increased productivity, a number of needs 
which are met by employer-sponsored instruction. The Conference 
emerge 
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Board study, based on the results of an employer survey (Lusterman, 
1977), points to three primary business and industry needs met by 
employer-sponsored instruction. First, corporations must accommodate 
to both turnover and company growth. Second, education and training 
needs are created by new knowledge and changing technologies. Third, 
the need to improve the skills and performance of employees on their 
present jobs influences employer-sponsored instruction. These needs 
can be translated into short-term and long-range instructional goals. 
Branscomb and Gilmore (1975) give the following reasons for 
corporate education and training programs: 
• to introduce new employees or newly appointed managers to 
the organization and to the style and objectives of the 
corporate community; 
• to incorporate and diffuse rapid technological change; 
• to sustain professional vitality; 
• to avoid the cost of travel and released time for outside 
training; 
• to exploit increased motivation of on-the-job training which 
allows for the immediate practice of new skills; and 
• to fulfill legal and social responsibilities for expanded 
employment for minorities and the disadvantaged. 
Craig and Evers (1981), in their overview of the role of employers 
as educators, indicate that employers provide instruction to meet the 
following needs: 
• to compensate for the inadequacies of traditional education, 
not only in the basic skills of secondary graduates but also 
in training many college educated employees in a wide range 
of generic skills including communications, decision-making 
and interpersonal relations; 
• to cope with economic and social changes that affect the 
work environment; 
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• to provide upward mobility for employees through training 
for technical or managerial positions; 
• to cope with changes in technology that make Job skills 
obsolete; 
• to teach employees "how we want you to do it here" and 
competitive reasons, e.g., sales training for specific 
product knowledge; and 
• to provide education that is more convenient and accessible 
than services of traditional educational institutions. 
The needs suggested above are echoed by others. Mills (1979), 
writing in the Harvard Business Review, emphasizes the changing charac¬ 
teristics of the work force as the basis for corporate programs. He 
points to demographic changes which have influenced the growth of 
corporate education including an increase in the number and proportion 
of women, growing pressure for equal opportunities for minorities and 
immigration to the United States from impoverished nations. 
Technological change is given as an important motivation for cor¬ 
porate education and training. The more technical and regulated is a 
company’s business or mode of operation, the more it becomes involved 
in the education of its own employees (McQuigg, 1980, Carnevale, 1986). 
Inadequacies in traditional educational institutions are mentioned 
frequently as a significant factor behind employer endeavors. Lynton 
(1980) states, "corporate executives feel that college graduates are 
improperly and inadequately prepared and that companies are forced to 
provide what in a different context one would call remedial instruc¬ 
tion" (p.5). Even when previous educational experiences have been 
adequate, employer-sponsored programs are needed to help the employee 
adapt already acquired general knowledge and skills to the specific 
requirements of the job (Honan, 1982). 
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Unionism is another factor which has created pressure for employer- 
sponsored instruction. Workers are concerned with the quality of work 
life. One way in which employers often respond to this concern is to 
provide worker Incentives through the provision of programs which up- 
grade skills (Ohio Board of Regents, 1982). 
The interest in industrial democracy being expressed by some 
American industries is another force driving employer-sponsored 
instruction. Workers need to be more aware of the processes of pro¬ 
duction and their implications if they are to become involved in making 
work-related decisions. If business and industry is to move toward 
participatory decision-making, education must play a role (Bengtsson, 
1979; Nollen, 1979; Ouchi, 1981). 
Lynton (1984) attributes the growth in employer-sponsored programs 
to the fact that "the maintenance of highly educated and skilled human 
resources are of great economic importance to this country and should 
represent a shared concern of educators and employers" (p.15). This 
belief grows out of the human capital theory which links the educa¬ 
tional attainment of the work force and the economic strength and level 
of productivity of the country. Morse (1984), a program officer at the 
Charles Kettering Foundation whose responsibilities include studying 
the role of corporations in the education of citizens, also stresses 
the concept of human capital as the primary motivation behind the 
growth in employer-sponsored instruction. 
The wide array of motivating forces behind employer-sponsored 
instruction underscores the likelihood that employer-sponsored learning 
experiences take different forms depending on the particular need being 
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met. Many learning experiences are most likely training to meet 
specific business-related needs. Others designed to meet long-term 
goals, including upward mobility and professional vitality, may be 
education. 
Purpose of the Study 
The outcome of this study will be criteria which will help 
distinguish between education and training in the context of a single 
course. The criteria will be generic and will consist of charac¬ 
teristics which can be assessed in any instructional activity whatever 
the subject matter. This approach for defining undergraduate education 
has been suggested in the recent report, Integrity in the College 
Curriculum: A Report to the Academic Community (Association of 
American Colleges, 1985) which states, "We do not believe that the road 
to a coherent undergraduate education can be constructed from a set of 
required subjects or disciplines. We do believe that there are methods 
and processes, modes of access to understanding and judgment that 
should inform all study" (p.150). 
Criteria and a framework, which can be used in the classroom to 
assess the nature of a learning experience, are critical if distinc¬ 
tions are to be made between education and training. Lacking such 
tools, judgments regarding the efficacy of employer-sponsored instruc¬ 
tion may remain a matter of speculation and at best be based on an 
assessment of tangential items such as faculty qualifications and 
library holdings. Also, employer-sponsored instruction may be deni¬ 
grated by those who have no way of assessing what might be actually 
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occurring in the employer’s classroom and what could be as or more 
educationally sound than what occurs in some classes in higher edu¬ 
cation institutions. With criteria, the prevalent assumption that 
higher education is delivering "education" and employers are delivering 
training could be tested. In addition, the assessment as to whether 
a course is education or training would be the first decision point in 
the consideration of whether college credit should be given. 
Significance of the Study 
The need for this study has been stimulated by the growth in 
employer-sponsored instruction and the concomitant debate as to what 
should be the relationship between colleges and universities and 
employer-sponsored programs. Much of the debate appears to rest on 
limited knowledge about what actually is occurring in the corporate 
classroom and not on a clear statement of what should be occurring in 
any classroom if an experience is to be considered education and worthy 
of college credit. In fact, recent studies of higher education suggest 
that there is a lack of integrity and coherence in baccalaureate 
education. This lack of clarity complicates decisions related to 
assessing employer-sponsored courses for equivalencies and points to 
the need for a careful definition of what is higher education 
(Association of American Colleges, 1985). 
A set of criteria for determining if education is being delivered 
in any setting, whether an employer or a college classroom, would help 
an observer assess a course and determine to what degree it is higher 
education. Although there is a body of literature on the purposes and 
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goals of higher education, there is no general agreement on descriptive 
criteria. 
This study is of significance because the criteria and assessment 
items proposed could be used by later investigators examining courses 
offered by employers, other nontraditional providers of instruction, as 
well as colleges and universities. This study will provide the 
vocabulary, framework and assessment items which can be the basis for 
making distinctions. 
Information regarding what is occurring in employer-sponsored 
instruction could be of value for making decisions both inside and 
outside of the corporation. It could assist decision makers who are 
determining if cooperative activities are appropriate between a 
particular college and a corporation. Currently, college faculty 
frequently question the integrity of employer-sponsored programs. The 
criteria could be used, along with other factors, such as course 
length, to determine if and how much course credit should be awarded 
for an employer-sponsored course. 
The study provides information to inform public policy. Fuller 
knowledge and a better understanding is needed regarding employer- 
sponsored instruction. Accrediting groups must address a number of 
issues related to training activities wherever offered. Government may 
be confronted with fiscal questions such as should employers be granted 
tax credits for their instructional activities (Goldstein, 1980). 
Cross and McCartan (1984) call for comprehensive state planning and 
policies on lifelong learning. They indicate that few states have 
grappled with the many issues related to adult learning opportunities 
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and none have developed an integrated set of such policies. The 
availability of an approach for gathering data on employer-sponsored 
courses, which also could be used in assessing other learning 
experiences, may provide guidance in formulating such broad policy. 
Overview of the Study 
The primary sources for this study are the writings of four 
educational philosophers: John Dewey, Alfred North Whitehead, Robert 
Maynard Hutchins and Mortimer J. Adler (Chapter III). Also explored 
for help in developing criteria are several major studies on the pur¬ 
poses of higher education (Chapter IV), and the cognitive and affective 
taxonomies of Benjamin Bloom (Chapters V, VI). Criteria for distin¬ 
guishing if a classroom learning experience is education or training 
are presented based on a synthesis of the pertinent concepts drawn from 
this literature, and a framework including a checklist for using the 
criteria to assess a learning experience are developed. Data obtained 
from several classroom settings where the criteria were used to assess 
a learning experience are discussed (Chapter VI). The resulting 
criteria and assessment framework, including the checklist, are 
designed to be used to distinguish between education and training. The 
criteria and assessment framework are intended for consideration by 
individuals examining postsecondary learning activities in both 
employer and collegiate settings. 
The resulting criteria to distinguish between education and 
training are designed: 
• to assess the nature of a learning experience and not the 
quality of the learning; 
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• for assessing a course not in making judgments regarding 
programs; 
• as generic characteristics which can be assessed in any 
instructional activity whatever the subject matter; and 
• to be only the first point in making a decision regarding 
college credit with additional information required. 
CHAPTER II 
METHODOLOGY 
Method means directed movement of subject matter toward ends 
. . (Dewey, 1916, p.165). 
The goal of this study was to develop criteria which can distin¬ 
guish between education and training and to design an assessment 
framework for using the criteria. A criterion is a standard of 
judging. Criteria are a set of standards to be used in making a judg¬ 
ment. In this study, the criteria are a set of standards which can be 
used to make a judgment as to whether a learning experience is educa¬ 
tion or training. They provide the focus for examining the content of 
a learning experience. The study draws on the literature on the phi¬ 
losophy of education, national reports on the purposes of higher 
education and Benjamin Bloom’s taxonomy of educational objectives. The 
particular steps of the study are described below. 
Step One: The Philosophers 
The first step in this study was to draw on the literature to help 
define education. The particular literature considered for analysis 
was the philosophy of education. Philosophers who have written on 
education were selected with special attention being given in the 
choice of philosophers to those who have philosophies of higher edu¬ 
cation. The writings of John Dewey, Alfred North Whitehead, Robert 
Maynard Hutchins and Mortimer J. Adler on the philosophy of education 
were the principal focus for the determination of criteria. 
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Four reasons governed the selection of Dewey, Whitehead, Hutchins 
and Adler from among the multitude of philosophers who have commented 
on the purposes of higher education. First, they all lived in the 
twentieth century and have been interested in and concerned about the 
meaning of higher education in contemporary society. All four also 
have examined and written about higher education in the United States. 
Second, the philosophies of higher education of these individuals 
emanate from general philosophic principles. Three of these men, 
Dewey, Whitehead and Adler are steeped in the discipline of philosophy. 
The philosophies of higher education they set forth are related to 
their more general philosophical perspectives. Although Hutchins’ 
background is not in philosophy, his purposes for higher learning in 
America are rooted in the classical tradition and are influenced by the 
philosophers of ancient Greece. 
Third, the philosophies of the four individuals fall under two 
different philosophical classifications. Brubacher (1982) distin¬ 
guishes between philosophers of higher education who embrace a 
rationalist point of view, and those whose philosophies make them 
instrumentalists. The rationalist believes that the essence of man is 
his rational nature and that higher education must draw out this 
rational nature. The rationalist has the pursuit of knowledge for its 
own sake as an important goal. Hutchins and Adler would fall within 
this classification. Dewey and Whitehead, however, are instrumen¬ 
talists. The Instrumental school of philosophy views Intelligence as a 
means of solving not only scholarly problems, but also the social, 
economic and political problems posed by daily life. The criteria 
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distinguishing education and training will be the product of the 
examination of the writings of the four individuals undergirded by 
these two major philosophic perspectives. The analysis will determine 
if some commonalities can be drawn despite the differing points of 
view. 
Finally, the four Individuals were selected because they each have 
had an impact on education in this century. The four are persistently 
referenced in support of various educational practices. Further, their 
philosophies have influenced educational practice in higher education, 
as well as at the elementary and secondary levels. 
It is recognized that the four individuals are male and white. 
This perspective is not preferred but reflects the predominance of 
white males in the field of educational philosophy during the past 
several decades. It also must be noted that these individuals use 
masculine language in their writings. When they are quoted, their 
language is maintained. This does not indicate acceptance of sexist 
language. New research (Belenky, Clinchy, Goldberger and Tarule, 1986; 
Gilligan, 1982) regarding differences between male and female moral and 
epistemological development is discussed in Chapter VII. As shown, the 
differences do not change the criteria but should affect classroom 
methods. The interrelations between the criteria and classroom method 
also are presented in Chapter VI. 
The major philosophical writings relevant to this study were sum¬ 
marized for each of the four philosophers. Included in each summari¬ 
zation are the essential assumptions and the educational purposes 
emanating from each of their philosophies. The words -- purpose, goal 
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and outcome -- are used interchangeably in these analyses. All three 
terms describe the expected end product of education. The purposes, 
goals and outcomes were then drawn out for each philosopher and incor¬ 
porated into a set of criteria which would describe education for each. 
The final step in the analysis of the work of the philosophers was 
to examine the criteria of each of the four to determine where common¬ 
alities existed. From these commonalities, criteria distinguishing 
education and training based on the philosophical perspectives of 
Dewey, Whitehead, Hutchins and Adler were drawn. 
The analysis of the philosophers and the determination of the 
criteria can be found in Chapter III. 
Step Two: National Studies 
The second step of the study was to select national studies on the 
purposes of higher education to be evaluated in a similar manner. This 
step was taken to determine if there could be any agreement between the 
philosophers and a wide range of individuals commenting on higher 
education consisting of practitioners in higher education, including 
faculty and administrators, as well as business and civic leaders. 
Three studies were selected: the Report of the President’s Commission 
on Higher Education, entitled Higher Education for American Democracy; 
(1940); the Purposes of Performance of Higher Education in the United 
States issued by the Carnegie Commission on Higher Education (1973); 
and a study conducted by Howard Bowen which draws on a large number of 
analyses of the purposes of higher education. Bowen reports his 
findings and conclusions in Investment in Learning (1977). 
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These particular studies were selected because they all were con¬ 
ducted following World War II. Higher education entered a period of 
major change following the war, a period that continues to the present. 
In addition, these studies all are directed at a determination of 
purpose. Finally, the three efforts are often cited in discussions of 
higher education. The frequent references to these studies indicates 
they may have influenced the determination of purpose for American 
colleges and universities; and therefore, they may have affected the 
subsequent performance of higher education. 
The method used to draw criteria from the studies was similar to 
the method used in analyzing and drawing criteria from the works of the 
philosophers. The major purposes articulated in each report were sum¬ 
marized and examined to see if commonalities could be drawn. Criteria 
were then developed from these commonalities. 
The analysis of the national studies and the determination of 
criteria can be found in Chapter IV. 
Step Three: The Criteria 
The determination of criteria to distinguish between education and 
training was accomplished by examining the criteria drawn from the 
philosophers and national reports and determining when the criteria 
converged. Those that converged were accepted as standards for edu¬ 
cation. Differences also were examined and are discussed in Chapters 
III and IV. In addition, decisions were made as to when a criterion 
should be free standing or when it should be included within another 
criterion. Consideration also was given to whether a criterion was 
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likely to be observable in a single course or was it more likely the 
expression of the outcome of the total educational experience. Since 
the criteria were being selected for distinguishing between education 
and training in a course, this was an important decision point. Five 
criteria were selected as distinguishing factors for education. These 
criteria were: one, knowledge; two, communication skills; three, 
intellectual skills; four, moral development and five, civic 
responsibility. 
Once a decision was made to retain a criterion as a distinguishing 
factor for education, it was defined in a way that it could be subject 
to classroom observation or be used to judge other aspects of the 
learning experience. The criteria were operationalized to clarify what 
an observer would be looking for to determine if the criteria are 
useful standards of judgment. A number of frameworks for defining the 
criteria in observable terms could have been used. Bloom’s (Bloom, 
1956) taxonomy was selected for two of the criteria: knowledge (one), 
and Intellectual skills (three), because it is widely used and is the 
organizing principle for a number of observation instruments. Using 
Bloom’s taxonomy in defining the criteria meant that instruments were 
available to assist in observing and assessing a particular learning in 
reference to those criteria. In addition, criterion four, moral 
development, drew on the Taxonomy of Educational Objectives in the 
Affective Domain (Krathwohl, D. R., Bloom, B. S., Masia, B., 196A). 
Criterion two, communication skills, and criterion five, civic 
responsibility, were defined in a similar manner, and each includes a 
hierarchy of skills. 
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A discussion of the determination of the criteria to distinguish 
between education and training is found in Chapter V. 
Step Four: The Assessment 
The final part of this study was a testing of the criteria to 
determine if they could be useful in making distinctions between edu¬ 
cation and training. A framework for this testing was developed which 
included use of two checklists; one for classroom observations and one 
for a review of other aspects of a learning experience. The testing 
was done to provide the investigator a way to determine if the criteria 
could be used to assess a learning experience. 
The first, checklist instrument, to be used in classroom observa¬ 
tions, draws on the Florida Taxonomy of Cognitive Behavior (FTCB) 
developed by Brown, Ober, Soar and Webb ( 1970). The FTCB is organized 
along the dimensions of Bloom’s taxonomy in the cognitive domain. The 
FTCB has been used in research, training and evaluation. The instru¬ 
ment, which focuses on criteria one and three, provides a framework for 
observing and recording the cognitive behaviors of teachers and stu¬ 
dents in the classroom. The authors report it can be used with any 
subject matter and only requires one observer to collect and code 
information. The FTCB, which identifies and helps quantify the cogni¬ 
tive level of verbal behavior in the classroom, has been used in 
studies of college teaching (Fischer and Grant, 1983). It is a sign 
system (Grant, Barnes and Smith, 1983) which means it can be used to 
measure the absence or presence of a behavior during a time span. 
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Additional items were constructed using the same format for 
criteria which were not included in the FTCB (criteria two, four and 
five). Since the observations would be seeking evidence of the pres¬ 
ence or lack of presence of behaviors related to criteria two, four and 
five, as well as criteria one and three, items were added to the items 
in the FTCB and were defined in observable terms. The Taxonomy of 
Educational Objectives in the Affective Domain (Krathwohl, Bloom and 
Masla, 1964) addresses the development of interests, appreciations, 
attitudes and values; and therefore, was considered in the development 
of areas to be observed under moral development and civic responsi¬ 
bility. The taxonomy specifies for value development the levels of 
responding, valuing, organizing and characterization by a value 
complex. The areas to be observed for moral development were written 
using this hierarchy. They were clustered under a single heading given 
that the presence of activity at any of these levels would contribute 
to moral development. The development of civic responsibility, 
criterion five, could also be viewed within a similar hierarchy and the 
items to be considered in a classroom observation included in the 
observation instrument reflect the points along such a hierarchy. The 
observation instrument as developed appears in Appendix A. 
In addition, a second instrument was created by restructuring many 
of the items of the observation instrument and adding those that may 
not be observable in the classroom but which may be evident from other 
information sources including the course syllabus, the text and other 
classroom materials, homework assignments and exams, or from discus¬ 
sions with the course instructor regarding objectives. This instru- 
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ment, which appears in Appendix B, was then used as a guide when 
reviewing the syllabus, texts, evaluation Instruments and appraising 
course objectives. The two instruments were designed to be used in 
tandem to assess the use o£ the criteria in distinguishing between 
education and training. 
The two instruments were used in classroom observations and when 
reviewing course-related materials in eight learning experiences: four 
courses offered by colleges or universities, four courses that were 
employer-sponsored. For each course, a preliminary discussion was held 
with the instructor, and the syllabus, texts, tests and other course 
materials were gathered for review. Each course was observed for a 
minimum of one class session or three hours. The instructor determined 
if the particular class session would be appropriate for observation; 
that is, a class in which instruction would occur. The courses which 
were offered throughout a semester were observed for one course 
session. The courses which were day-long sessions were observed for 
three to six hours. All classes observed were audio recorded. 
During a class observation, notations were made on the checklist 
instrument following a teacher or student statement, question or 
response. The notation was made next to the area which described the 
nature of the statement, question or response. The notations were made 
to allow for a general interpretation of what was happening in that 
classroom during the observation. This allowed for judgments using the 
criteria following the observation. The other checklist instrument was 
used in a similar manner for reviewing the other components of the 
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course. These notations, as well, were then used as a basis for 
judgments using the criteria. 
Once observations were made and other aspects of the courses were 
reviewed, conclusions were drawn regarding each criterion in relation¬ 
ship to each course. These course specific conclusions contributed to 
the general conclusions regarding the criteria and their use in distin¬ 
guishing between education and training. 
The checklist instruments were modified following the eight visita¬ 
tions to add clarity to what was being examined. The modifications are 
discussed in Chapter VI. 
The results of the field tests and the conclusions drawn from this 
testing regarding the criteria and their use for distinguishing between 
education and training are discussed in Chapter VI. 
Definitions 
As indicated earlier, criteria are standards to be used in making a 
judgment. In this study, the criteria define the necessary generic 
content of a learning experience in order to achieve desired long-range 
outcomes and lead to a judgment as to whether a learning experience is 
education or training. The definition for education is the end result 
of the study and can be found in the criteria discussed in Chapter V. 
In the development of the criteria, three words are used frequently by 
the authors cited -- aim, purpose and goal. These words refer to the 
long-term outcomes of education and meet Mager’s (1972) definition: "a 
statement describing a broad or abstract intent, state or condition" 
(p.35). 
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Other definitions which are important for this study ares 
learning experience - a formal, planned activity consisting of 
at least 6 hours of instruction 
assessment - the judgments as to whether a learning experience 
is education or training based on the developed criteria. 
CHAPTER III 
THE PHILOSOPHERS 
In the twentieth century, there have been two principal ways, 
two principal philosophies of higher education, through which 
the university has established its credentials. One rests 
largely on epistemological considerations; the other on 
political ones (Brubacher, 1982, pp.12-13). 
As a major step in drawing a set of criteria which distinguish 
between education and training, this chapter explores educational 
philosophy through the eyes of John Dewey, Alfred North Whitehead, 
Robert Maynard Hutchins and Mortimer J. Adler. The discussion and 
analyses of the four philosophies of education are presented in chrono¬ 
logical order according to when each individual did his writing. In 
each section after some historical background and comments about the 
general philosophical beliefs of the individual under discussion, the 
educational philosophy of each individual is set forth. General 
criteria are then extracted for each philosopher. In the concluding 
section of this chapter, the philosophies are compared and criteria 
which reflect commonalities are presented. 
John Dewey 
The more theoretical studies do not attain their highest 
development until they find some application in human life 
contributing indirectly at least to human freedom and 
wellbeing, while the more practical studies can not reach 
their highest practicality save as they are animated by a 
disinterested spirit of inquiry (Dewey, 1940, p.183). 
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Historical and Philosophical Background 
John Dewey has had a pervasive influence on the development of 
American education in the twentieth century. His views on education 
are rooted in his perspectives on philosophy and psychology reflecting 
his belief that those fields must be considered as the basis for 
pedagogy. Dewey was a prolific writer on educational matters, and on a 
wide range of other philosophic issues, for more than fifty years, 
spanning the end of the nineteenth century and the first half of the 
twentieth century. His influence on the progressive school movement 
and other developments in American education make a consideration of 
his perspective on what is education an essential step in the develop¬ 
ment of criteria to distinguish between education and training. 
Dewey’s general statements on philosophy provide the framework for 
his philosophy of education. His reconstruction of philosophy is 
embedded in the belief that past philosophical systems may have been 
acceptable in their time but are not capable of addressing the serious 
issues of contemporary life. Dewey believes philosophy must grow out 
of and be considered with human affairs. 
Dewey’s Reconstruction. In a number of his writings, Dewey 
critiques philosophical systems of the past as he develops his 
philosophical statements (Dewey, 1984; Dewey, 1948). A look at the 
major contrasting philosophical movements helps to clarify Dewey’s 
philosophical framework. This discussion provides the philosophic 
background which also will assist in understanding the contrasting 
views of the other philosophers discussed later in this chapter. 
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Dewey indicates that the philosophy of the Greeks which influenced 
philosophical thought throughout the centuries was conceived in a soci¬ 
ety of distinct classes. It was a society in which only the leisure 
class had the time to think about ideals and ultimate reality and 
engage in the pursuit of truth. It was a society where great divisions 
existed "which was dualistic politically, drawing fixed lines between 
classes and dualistic intellectually, with its rigid separation between 
the things of matter and of mind -- between the affairs of the world 
and spirit." (Dewey, 1969, p.98). Thus, the classical philosophy 
reflects this dualism and provides a "haven in which man finds rest 
from the storms of life ... an asylum in which he takes refuge from 
the troubles of existence with the calm assurance that he alone is 
supremely real" (Dewey, 1948, p.118). Classical philosophy developed a 
method of rational investigation, metaphysics, which substituted for 
custom as the source of moral values. From this beginning, it became 
the task of philosophy "to justify on rational grounds the spirit, 
though not the form, of accepted beliefs and traditional customs" 
(Dewey, 1948, p.18). Dewey does not find the classical mode of 
thinking relevant to today’s world, particularly to the United States, 
where he believes an individual is not forever relegated to a 
particular class. 
The philosophers of the seventeenth and eighteenth centuries rather 
than the philosophy of the Greeks shaped Dewey’s perspective. 
DesCartes developed his rationalistic methodology in the early part of 
the seventeenth century. His method was a sharp break from classical 
static position be given to every class 
philosophy. No longer would a 
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of knowledge. DesCartes methodology, grounded in mathematics, liber¬ 
ated man from "the bondage of the past, due to ignorance and accident 
hardened into custom" (Dewey, 1948, p.96). Rationalism opened the door 
to scientific thought. However, its theory of self sufficiency and its 
absolutism was its downfall. Further, it was divorced from experience. 
Rationalism assured that the "concepts of reason are so self sufficient 
and so far above experience that they need and secure no confirmation 
in experience" (Dewey, 1948, p.97). Although influencing the move away 
from classical philosophy, rationalism, in many ways, is not consonant 
with Dewey’s philosophical approach which emphasizes experience. 
Dewey’s philosophical reconstruction also rejects the philosophical 
systems of empiricism developed during the seventeenth and eighteenth 
centuries. Empiricism formed the world through the human mind and 
instead of resting on the metaphysical and the cosmic, rests on the 
epistemological and the personal. Philosophic empiricism, influenced 
by John Locke, emphasized sensation and perception and only accepted as 
reliable knowledge ideas which could be analyzed into simple and pre¬ 
cise experiences. Analysis was conducted by exploring the historical 
relationships of the idea. Although Locke rejected the classical con¬ 
cept of innate ideas, he believed that every man had an inborn ability 
to observe the world. Observations could be of external objects or 
one’s own mind,, the two sources of knowledge. In this empirical 
framework, only the individual has any real existence. 
Locke’s method for discovering knowledge was to determine agreement 
or disagreement between two ideas. Reason was an investigation into 
the agreement or disagreement among more than two ideas. Reason called 
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for a sequential approach to relationships and did not rest on a major 
premise as the classical pattern did. The empirical method freed man 
from the burden of nonexistent universalities. However, Dewey contends 
that the system was limited to the past. It could be used as a method 
of criticism but not of construction (Dewey, 198A, p.109). 
As indicated, Dewey’s reconstruction of philosophy rejects classi¬ 
cal thinking. While drawing from rationalism and empiricism, he also 
finds fault with these philosophic systems. Instead, Dewey’s philoso¬ 
phy is embedded in experimentalism and scientific thought. Dewey’s 
reconstruction carries "over into any inquiry into human and moral 
subjects the kind of method (the method of observation, theory as 
hypothesis, and experimental test) by which understanding of physical 
nature has been brought into its present pitch" (Dewey, 19A8, p.ix). 
Scientific inquiry is the method for knowing. Dewey (19A8) writes 
that, 
. . . in doing their specific jobs, scientific men worked out 
a method of inquiry so inclusive in range and so penetrating, 
so pervasive and so universal, as to provide the pattern and 
model which permits, invites and even demands the kind of 
formulation that falls within the function of philosophy. It 
is a method of knowing that is self-corrective in operation; 
and learns from failures as from successes (p.xxx). 
The Foundation of Dewey’s Philosophy. A number of major beliefs 
undergird Dewey’s philosophy. First, he believes the prime function of 
philosophy is "that of rationalizing the possibilities of experience, 
especially collective experience" (Dewey, 19A8, p.122). Philosophy, in 
Dewey’s view, is a method of addressing specific social ills, to influ¬ 
ence the future not to explain the past. Second, he believes that 
morals are not fixed but are spatially and temporally qualified. There 
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are no final ends or goods, instead, principles and laws are "intellec- 
tUal instruments analyzing individual or unique situations" (Dewey, 
19A8, p.163). Dewey emphasizes that this belief does not eliminate 
responsibility but rather fixes it, calling for judgment and choice 
prior to action. The precept leads directly to a third belief, that 
thought can not be divorced from action. Intelligence is viewed as a 
means for solving problems and knowledge as a consequence of action. 
Dewey believes that not only does man change because of his environment 
but also man changes his environment. This perspective, stressing the 
role of philosophy as a framework for dealing with the dilemmas of 
life, clearly justifies labeling Dewey as an instrumentalist. 
Finally, Dewey sees continuities and connections in life rather 
than divisions or dualisms. These continuities include, in addition to 
thought and action, body and mind, the scientific and the moral, 
authority and freedom, culture and efficiency, emotions and intellect, 
and theory and practice. Dewey’s philosophy reconciles these opposites 
and many others by emphasizing interplay and balance. For example, 
Dewey indicates that dualism suggests that the emotions are conceived 
to be private and personal. From a dualistic point of view, the 
intellect turns outward for truth; the emotions turn inward to assess¬ 
ment of personal advantage. Instead, Dewey views the emotions as a 
source of stimulation of the intellect (Dewey, 1916). 
Reflective Thinking. Dewey’s philosophy is linked to his system of 
knowing. His theory of inquiry is embedded in the method of science. 
In many of his writings, he touts the capacity of science and its 
method of inquiry to fill the mind and open "... Intellectual vistas 
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unobscured by the accidents of personal habit and predilection" (Dewey, 
1916, p.230). 
Dewey defines as reflective thinking or inquiry the kind of 
thinking that consists of turning a subject matter over in one’s mind 
and giving it serious and consecutive consideration. It is "active, 
persistent and careful consideration of any belief a supposed form of 
knowledge in the light of the grounds that support it and the further 
conclusions to which it tends" (Dewey, 1933, p.9). Reflective thinking 
involves ordering, with one thought leading to another, and it aims at 
a conclusion. It demands open-mindedness, but Dewey would plead not a 
mind so open that every idea is acceptable. It also calls for whole¬ 
heartedness or absorption and intellectual responsibility. Reflective 
thinking translates facts, ideas and data into suggestions for action. 
It is not tied to a specific subject matter, but instead, Dewey would 
contend that the ability to stimulate reflective thinking determines if 
a subject is intellectual. He states, "Accordingly, any subject, from 
Greek to cooking and from drawing to mathematics is intellectual, if 
intellectual at all, not in its fixed inner structure -- but in its 
function -- in its power to start and direct significant inquiry and 
reflection" (Dewey, 1933, p.60). 
Dewey contends that reflective thinking begins in doubt, involves 
the act of searching or inquiry and ends in "warranted assertions," 
beliefs or knowledge (Dewey, 1938). Dewey outlines five steps in the 
reflective thinking process. First, a confusion, difficulty or 
perplexity must exist or the Individual must be faced with something 
incomplete. Unless there is recognition of such a dilemma, reflective 
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thinking will not follow. Second, intellectuelieation of the problem 
occurs. This involves developing a plan, a way out of the dilemma. A 
reconstructing of experience or an observation of facts occurs helping 
to define the problem. After clarifying the confused situation, 
reasonable ways of addressing it can be sought. Third, a specific 
hypothesis is formulated — a tentative solution. Fourth, reasoning 
must occur. At this stage, existing conditions have to be carefully 
scrutinized, and a wider range of facts must be analyzed. The final 
step involves action, the testing of the solution. "True knowledge 
does not occur until observation and inference have been tested in 
action (Dewey, 1984, p.127). The action step allows for the trans¬ 
lation of theory into practice. 
Dewey has proposed a method of thinking which can be used to shape 
the future. It organizes past experience and knowledge as an instru¬ 
ment to "control the controllable part of the present and to make 
intelligent plans for the conscious movement forward ..." (Dewey, 
1984, p.119). It uses past experiences to construct new and better 
ones in the future. Dewey emphasizes that, although the thinking 
process is born in partiality, it must achieve detached impartiality if 
it is to "liberate man from the bondage of the past, due to ignorance 
and accident hardened into custom" (Dewey, 1948, p.96). 
Dewey’s Philosophy of Education 
The examination of Dewey’s philosophic perspectives provides the 
foundation for examining Dewey’s philosophy of education. Consistent 
with his philosophic views, Dewey perceives education as a way of 
shaping society. This is apparent in the distinction he draws between 
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education and training. He indicates that training results in changes 
in outer actions while education results in mental and emotional dis¬ 
positions of behavior (Dewey, 1916, p.13). 
Dewey seeks an educational process which will result in changes in 
mental and emotional behavior that are suitable to life in a democratic 
society. For Dewey, education must be integrally linked to a concep¬ 
tion of the society in which the individual will be living. Unlike 
Greek society which separated education into that which would be appro¬ 
priate for a life of leisure and that which would prepare an individual 
for a useful labor, Dewey sees no such basis for making educational 
distinctions in America. He indicates "the two points in which to 
measure the worth of a form of social life are the extent in which the 
interests of a group are shared by all its members and the fullness and 
freedom with which it interacts with other groups" (Dewey, 1916, p.99). 
Such a society must, in Dewey’s (1916) words, "have a type of education 
which gives individuals a personal interest in social relationships and 
control, and the habits of mind which secure social changes without 
introducing disorder" (p.99). 
This democratic perspective has two dimensions. First, it means 
education gives the individual the ability to be a productive member of 
society, "to share in co-operative democratic living, including polit¬ 
ical citizenship, vocational efficiency and effective social goodwill" 
(Dewey, 1940, p.224). The other dimension means education imbues the 
individual with a democratic frame of reference capable of energizing 
action as well as critical reflection. It is action directed by 
intelligence. Dewey stresses that schools must provide education for 
uu 
personal power to ensure that power does not 
wealthy (Dewey, 1940). 
pass to the hands of the 
Dewey’s Purposes for Education. Dewey p presents a number of pur¬ 
poses for education. These purposes are tightly linked and not easily 
isolated. The most fundamental purpose, he indicates, is as a means of 
preserving the continuity of life. Education ensures the continuance 
of being, the preservation of what is significant by transmitting the 
skills and ideas that a society considers essential. Dewey indicates 
transmission occurs through communication. He supports active communi¬ 
cation that "process of sharing experience till it becomes a common 
possession" (Dewey, 1916, p.9). He warns that formal education can 
create a "split between experience gained in more direct associations 
and what is acquired in school" (Dewey, 1916, p.9). 
A second purpose of education Dewey embraces is social. On one 
side it is, as already pointed out, the development of the attitudes, 
knowledge and skills that will ensure the continued life of a society. 
In addition, from Dewey’s perspective, education Itself is a social 
process. It only comes about by interaction, by participation in some 
conjoint activity, experiences involving two or more individuals. 
Dewey contends that not only social continuity but change result from 
education. Dewey emphasizes the role of the teacher as a leader in 
this social process. He stresses that the teacher has the responsi¬ 
bility of designing the environment to influence the moral and mental 
development of those engaging in the educational process. 
A third purpose is direction. Dewey emphasizes the educational 
goal of developing a direction or a control residing within the 
45 
individual. The teacher again has a major role in directing the nature 
of the situation in which the student takes part. For the young, Dewey 
indicates experiences in social situations help develop this intrinsic 
control. Dewey (1916) stresses the need for conjoint activities so 
students acquire ". . .a social sense of their own powers ..." 
(p.40). 
The fourth purpose of education is growth which Dewey (1916) 
defines as "the cumulative movement of action toward a later result . . 
." (p.41). In reality, this is the overarching purpose and can not be 
achieved unless the individual has a sense of where one fits in the 
context of the past and the future and has developed a sense of con¬ 
trol. "Growth depends on the presence of difficulty to be overcome by 
the exercise of intelligence" (Dewey, 1938, p.79). Hence, education 
must supply the conditions which promote growth. In addition, Dewey 
(1916) stresses that since growth is a continual process that "... 
there is nothing to which education is subordinate save more education" 
(p.51). A major criteria for evaluating education would be, therefore, 
the extent to which it creates a desire for more education. 
Dewey proposes a fifth purpose for education -- preparation. Dewey 
does not accept a definition of preparation as preparing for a 
particular endpoint in the distant future but instead he emphasizes the 
need for preparation for a continually developing life. He stresses 
the need to make the present experiences rich in order that the present 
experiences may provide Che steps to the future. Thus, preparation and 
growth go hand in hand. 
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Translating Philosophy Into Practice; The Sequence of 
A review of Dewey’s writing on various levels of education sheds light 
on his philosophy of education and how his purposes might be translated 
Into practice. Dewey writes at length about early childhood education 
which had his direct attention during his tenure at the University of 
Chicago. He also comments about higher education to some length. The 
secondary period receives less of his attention. An examination of the 
earlier grades is important since, as already Indicated, the experi- 
ences of the earlier years are the foundation for education in later 
years. A clear definition of education is best achieved by an exami¬ 
nation of what Dewey sees as important in the total process of formal 
education. 
For the young child, Dewey stresses the emphasis must be on direct 
experience. The subject matter should be derived from the outset from 
materials which are related to ordinary life experiences. The initial 
stage of knowing is learning how to do things. Dewey suggests drawing 
on simple occupations which typify social life. "Skill and information 
about materials, tools, and laws of energy are acquired while 
activities are carried on for their own sake" (Dewey, 1916, p.205). 
Doing becomes knowing. Earlier experiences must later be developed so 
that they pro- gress to a form which approximates the subject matter of 
the skilled mature individual (Dewey, 1938). 
Dewey constantly stresses the social nature of the educational 
experience of the young. The child’s dependence should evolve into 
interdependence. This comes from "conjoint" experiences. In this 
environment, the young child develops a sense of social relationships 
and acquires the ability to participate to the fullest extent in 
communal activities. 
A starting point in structuring the educational experiences of the 
young is to build on the interests of the child. With this approach, 
the learner will be involved in what is being learned. Dewey stresses 
that, if interested, the learner will act in order to secure some 
desired results. It also means that individuality is recognized. If 
interest is perceived as an essential ingredient to stimulate learning, 
a single course of study would not be appropriate. 
Dewey was not satisfied with the way his philosophy was implemented 
in many of the progressive schools which sprung up in the first part of 
the twentieth century. He writes, "It is a ground for legitimate 
criticism, however, when the ongoing movement of progressive education 
fails to recognize that the problem of selection and organization of 
subject matter for study and learning is fundamental" (Dewey, 1938, 
p.78). He emphasizes that subject matter is important and the teacher 
must provide direction. The teacher in a progressive situation must 
have extensive knowledge of a wide variety of subject matter and also 
understand the learner. If, as Dewey stresses, the mind of the learner 
needs to be stretched and growth can occur only when the student has 
obstacles to overcome, the teacher’s task is to ensure learning 
problems grow out of student experiences and that the problems are 
within the student’s ability to solve them. In addition, the problem 
must arouse in the learner the need to seek information and develop new 
the failure of progressivism may have been the ideas. Dewey indicates 
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result of ill-prepared teachers who took the child centered approach 
too far so it became for the child self centered (Dewey, 1940). 
Once the groundwork is laid in the elementary years, the learner 
can move in the secondary years toward indirect experience to further 
direct experience. Reflection and observation are the skills used to 
do this. For example, in science, the elementary years would be based 
on connection with phenomena in the child’s world. The secondary 
curriculum would build on this base and would give consideration to 
method, and to the principles or laws found in many phenomena. The 
curriculum would be moving from a human centered organization to an 
intellectual scheme of organization. However, Dewey stresses that 
although intellectual in content, the purpose of education that must be 
kept in mind is the understanding of social relationships (Dewey, 1938, 
p.83). The student would be moving toward self control, "the power to 
frame purposes and to execute or to carry into effect purposes so 
framed" (Dewey, 1938, p.64). 
Higher education is the third level that Dewey discusses. Higher 
education from Dewey’s perspective has a responsibility to transmit 
both what is called the vocational or professional and the liberal or 
cultural. Dewey is highly critical of the opposing view which indi¬ 
cates that the primary, and often only, aim of a college education is 
the conservation and transmission of the wisdom of the past. Although 
the purpose of continuity would be achieved, the other purposes of 
social change, direction, preparation and growth would not be realized. 
Dewey stresses that this limited view forces the college into the 
"cloister" rather than into the world and into a region of abstraction 
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rather than that of practice (Dewey, 1969, p.81). He believes in the 
progress of culture and urges a more comprehensive view of the con¬ 
nection between culture and contemporary life. Dewey (1969) writes, 
The college has undertaken to maintain the continuity of 
culture. But culture should not be a protected industry, 
living at the expense of freedom and completeness of present 
social communication and interaction. The sole reason for 
maintaining the continuity of culture is to make that culture 
operative in the conditions of modern life, of daily life, of 
political and industrial life, if you will (p.83). 
The division between the liberal and professional, Dewey stresses, 
is rooted in the political and intellectual dualisms of the past. A 
society that separated the things of the hands and of the mind, as well 
as the affairs of the world and of the spirit, had no need for profes¬ 
sional education for the learned. Social democracy, according to 
Dewey, relegates to the past, the barriers that divide the practical 
from the abstract. Further, Dewey (1940) indicates that the denigra¬ 
tion of the practical may be embraced by some since it is much easier 
to serve as the "protector of a shrinking classicism" which requires 
only "... the possession of leisure and a reasonably apt memory for 
some phrases and a facile pen for others," than to change a not yet 
humanized industrialized society, requiring "the courage of an inspired 
imagination" (p.108). According to Dewey, all of university education, 
the liberal and the professional, should stimulate an interest in 
inquiry and discussion, and a love for scientific thinking. However, 
it is the method of inquiry that is significant. A "disinterested" or 
objective method of inquiry should be nurtured by higher education. In 
Dewey’s view, such objectivity would assure that practical studies 
continue to contribute to social development. 
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Dewey also maintains that higher education in the United States has 
always contributed to career preparation. He recognizes, however, that 
those earlier careers clearly were divorced from manual labor or the 
rendering of personal service. Dewey points out, therefore, that the 
extension of higher education into preparation for a broader array of 
callings, is not antithetical to the purposes of higher education, but 
he cautions that how the subject matter is presented may be contrary to 
higher education’s goals. 
Dewey supports a general education during the first two years of 
college. Through a survey of a broad array of subject matter, the 
student should develop deeper knowledge of the universe and of him or 
herself leading to a determination of how he or she fits into the 
larger world (Dewey, 1969). Dewey’s emphasis in higher education is on 
an acquaintance with forms of thought and the methods of developing new 
ideas in various disciplines. 
The final two years of the higher education experience should, 
according to Dewey, be more specialized equipping the student for a 
particular calling. Dewey indicates, in so many instances, university 
education accomplishes neither the goal to be stressed in the first two 
years: developing in students a sense of their own powers, nor the 
goal for the last two years: professional preparation. Neither the 
purposes, direction or preparation are achieved. In contrast to the 
way professional education frequently was being conducted, Dewey favors 
professional education which develops the spirit of inquiry. The 
marriage of method and subject matter enables transmission of culture. 
Dewey (1940) writes, 
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A school of law, medicine, engineering or theology that 
teaches only enough science to be a directly practical tool 
and teaches it only as a subordinate tool or device and not 
for sake of insight into its principles will not be favorable 
to culture. But that is the fault of the spirit of the 
teaching and learning, not of the subjects taught or of the 
fact that useful application is ultimately to be made of the 
things learned. In other words, the more the scientific 
spirit of inquiry and love of thinking is introduced into 
professional teaching, the surer is broad and liberal 
intellectual interest and taste to be the product (p.182). 
Dewey also distinguishes between learning that is personal in 
nature and that which is social. He stresses that the emphasis should 
be on the social, the broad human factor. This is in concert with 
Dewey’s view of education as a stimulant of social change. 
Dewey’s views, specifically on vocational education, further 
amplify his educational philosophy. Dewey supports the inclusion of 
vocational preparation into educational institutions including higher 
education. He stresses that a vocation means a direction of life’s 
activities and the opposite of a career is not "... leisure nor 
culture but aimlessness, capriciousness" (Dewey, 1916, p.307). How¬ 
ever, as indicated when presenting Dewey’s concept of professional 
education, vocational education must not focus on only job specific 
skills and train individuals for a single line of work. He warns that 
vocational education must not be trade education focusing only on 
technical efficiency. An education which acknowledges the complete 
meaning of a vocation will include "... instruction in the historic 
background of present conditions; training in science to give intelli¬ 
gence and initiative in dealing with material and agencies of produc¬ 
tion; and study of economics, civics, and politics, to bring the future 
worker into touch with the problems of the day and the various methods 
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proposed for its improvement" (Dewey, 1916, p.318). The marriage 
between the theoretical and practical is emphasized by Dewey as the 
means of giving the worker the ability to have some control over the 
working environment as well as his or her personal future. 
Relevant Principles - Educational Criteria 
As indicated, for Dewey, growth is the overarching purpose of 
education. He writes, "the criterion of the value of school education 
is the extent to which it creates a desire for continued growth and 
supplies means for making the desire effective in fact" (Dewey, 1916, 
p.53). From Dewey’s general philosophy and his philosophy of educa¬ 
tion, however, a number of major sub-themes emerge which can be trans¬ 
lated into criteria which for Dewey would define education. These 
criteria are discussed in the analysis which follows drawing on the 
information already presented as well as other references in Dewey’s 
works which are cited to support each of the criterion. No hierarchy 
is suggested in the order in which the criteria are presented. 
Dewey’s educational criteria include the development of thinking 
skills, morality and social responsibility, self-control, wisdom, 
imagination, appreciations, practical skills and the desire for 
continual learning. For Dewey, these criteria are essential ingredi¬ 
ents of the educational experience. Further, as will be seen in the 
discussion which follows, these criteria, as Dewey’s purposes, are 
interconnected, and collectively they will assure that growth occurs 
and that the individual is prepared to function to the fullest extent 
in a democratic society. 
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Thinking Skills. Thinking skills are criterion one. Dewey’s 
emphasis on the development of thinking skills and the steps he out¬ 
lined as essential for reflective thinking have been discussed. 
Dewey’s method of inquiry is based on the scientific method. Dewey 
emphasizes that at the core of the act of reflective thinking are the 
development of the ability to analyze or pull out what is significant 
and to synthesize or integrate relevant facts and place them in con¬ 
text. The end result of good thinking is good judgment. Dewey (1933) 
stresses that schools that turn out students with the ability to make 
good judgments will accomplish more than if they turn out students with 
a vast degree of skill or knowledge. It is important to point out 
again Dewey’s view that any subject matter capable of stimulating 
significant inquiry is intellectual in content. Further, Dewey 
stresses that the school is the appropriate setting for developing 
judgment since it can be an environment where individuals can take 
risks and make mistakes without permanent consequences. 
Dewey emphasizes the value of experience as critical to developing 
thinking skills. In Dewey’s school, the learner is not docile but is 
engaged actively. However, Dewey Indicates that experience itself 
includes active and passive elements. The active side is the doing. 
The passive side is the undergoing, the consequences of an action. 
Both aspects are essential if the experience is to have meaning. Dewey 
(1916) proposes that thinking is actually the "accurate and deliberate 
instituting of connections between what is done and the consequences" 
(p.181). 
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Dewey also indicates that education has the responsibility of 
transforming language into an intellectual tool. Oral and written 
language must be developed and shaped so that language can be used to 
assist thought as well as convey knowledge to others. Dewey (1933) 
stresses that education should provide the means for the student to 
enlarge vocabulary, develop precision and accuracy in the choice of 
words, and hone the skills needed to organize the presentation of 
thoughts. 
Moral Development. Moral development is the second of Dewey’s 
criteria. The moral outcomes of education emanate from the inter¬ 
relationship Dewey proposes between education and democracy. The 
social environment is, in Dewey’s view, essential for education and the 
product of education must be the strengthening of moral dispositions. 
To be moral, education must have as an outcome the ability for the 
individual to share effectively in the social life of the community. 
In addition, education must develop the "habits of mind" which lead to 
social change without creating disorder. Dewey (1916) emphasizes that 
knowledge must be related to conduct if education is to affect 
character. 
Internal Control. The third criterion of education, Dewey pre¬ 
sents, is that of internal control. Dewey (1933) equates the self- 
control which should result from education to freedom which he defines 
as the "power to act independent of external tutelage" (p.87). Self 
control can best be developed if students have experiences which are 
Intrinsically worthwhile and which enable them to select ends and carry 
out activities to achieve such ends (Dewey, 1933, 1938). 
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Wisdom. Wisdom, the fourth criterion Dewey (1933) articulates, is 
"knowledge operating in the direction of powers to the better living of 
life" (p.64). This is in contrast to information which, Dewey indi¬ 
cates, is knowledge merely acquired and then stored. Experience is key 
to the acquisition of knowledge. In the learning process, Dewey 
emphasizes that each experience should draw on what went before it and 
then modify what comes after. An experiential continuum exists in the 
life of the learner. Knowledge is what is already in the possession of 
the learner as well as the end result of learning. Knowledge makes one 
experience freely available to other experiences. A network of inter¬ 
connections is developed. Dewey stresses, however, that the belief 
that education occurs through experience should not imply that all 
experiences are educative or of equal value. The quality of the 
experience is critical. The teacher, in Dewey’s (1938) educational 
design, must select the kinds of educational experiences "that live 
fruitfully and creatively in subsequent experiences" (p.28). Dewey 
also stresses that importance of humanistic knowledge if wisdom is to 
result. Knowledge is humanistic not because it is about human pro¬ 
ducts in the past, but rather because it is capable of liberating human 
intelligence as well as human sympathy (Dewey, 1916). 
Imagination. Imagination, the fifth criterion, is both part of and 
an end product of education. Dewey proposes that imagination must be 
employed in all learning experiences. He contends that narrow and 
specialized training inhibits the imagination while a broad range of 
experiences serve as a stimulus of the imagination and inventiveness. 
It is only through the engagement of imagination that any activity 
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becomes more than mechanical. The use of imagination enables infor¬ 
mation to be thought of in new ways. Dewey distinguishes between the 
imagination which can be equated to creativity and the imaginary which 
corresponds to the fanciful. The former, Dewey (1916) contends, must 
be an "integral part of human activity" for "were it not for the 
accompanying play of imagination, there would be no road from a direct 
activity to representative knowledge" (p.237). 
Esthetic Appreciation. Dewey’s (1933) sixth educational criterion 
is esthetic appreciation. Dewey stresses that the primary value of 
literature, music, and art is that they provide the experiences for 
developing standards for later experiences. In Dewey’s view, the arts 
Influence the formation of habits that are more than mechanical. The 
arts stimulate the development of a sense of excellence. For Dewey, 
therefore, the arts are not only enjoyable but serve another purpose -- 
that of revealing a "depth and range of meaning in experiences. By 
experiencing the arts, students can distinguish what is worth prizing 
and develop a discontent for conditions which are not up to their 
expectations" (Dewey, 1916, p.238). 
Practical Skills. The development of practical skills is another 
of Dewey’s educational criteria. Dewey (1916) indicates "an occupation 
is the only thing which balances the distinctive capacity of an indi¬ 
vidual with his social service" (p.308). Through ones occupation, one 
contributes to society. Dewey believes that a key to happiness is 
finding out what one is fitted to do and having the opportunity to do 
it. He proposes that a calling can be used as an organizing principle 
for intellectual growth. However, Dewey also repeatedly stresses that 
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the practical must be married to the theoretical. Practical education, 
Dewey (1931) states "is socially necessary and that, until it is 
properly given in educational institutions, the practical activities 
carried on in society will not be liberalized or humanized to say 
nothing of being more effectively conducted" (p.23). 
Lifelong Learning. Lifelong learning is the eighth criterion 
emanating from Dewey’s writings. It is intertwined with Dewey’s 
concept of growth; and therefore, it can be viewed as the overarching 
goal for education. Dewey (1931) defines learning as "the acts of 
apprehending, understanding and retaining knowledge for subsequent use" 
(p.13). He emphasizes that later experiences must build on earlier 
experience. Dewey (1916) states, 
Since in reality there is nothing to which growth is relative 
save more growth, there is nothing to which education is 
subordinate save more education. It is commonplace to say 
that education should not cease when one leaves school. The 
point of this commonplace is that the purpose of school 
education is to ensure the continuance of education by 
organizing the powers that ensure growth. The inclination to 
learn from life itself and to make the conditions of life such 
that all will learn in the process of living is the finest 
product of schooling (p.51). 
Dewey also stresses that the discovery of one’s capacities and apti¬ 
tudes is a constant process and will continue as long as growth 
continues. 
Conclusion. Two key ideas which permeate Dewey’s philosophy of 
education and relate to all of the criteria need to be stressed: the 
significance of experience and the linkage between the intellectual and 
utilitarian. Dewey presents a constant frame of reference which 
demands that there be a connection between education and personal 
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experience. The need for direct experience diminishes es the student 
moves from the elementary grades through higher education but the 
integration of what is learned with the experiences of life becomes a 
critical component of the higher education experience. For Dewey, it 
is method more than content that defines education. 
The relationship between the intellectual or theoretical and the 
utilitarian and practical is an extension of the role Dewey proposes 
for experience in the educational process. Dewey believes that unless 
there is a linkage between the development of the intellect and practi¬ 
cal application, there will be no social progress. Dewey sees the 
educational process as capable of social reform once the more theoreti¬ 
cal studies find application to human affairs. It is social progress, 
a vision of achieving the goals of a democratic society, that propels 
Dewey’s philosophy of education. 
Alfred North Whitehead 
In this sense, education should begin in research and end in 
research. After all, the whole affair is merely a preparation 
for battling with the immediate experiences of life, a 
preparation by which to qualify each immediate moment with 
relevant ideas and appropriate actions. An education which 
does not begin by evoking initiative and end by encouraging it 
must be wrong. For its whole aim is the production of active 
wisdom (Whitehead, 1929, p.37). 
Historical and Philosophical Background 
Alfred North Whitehead is known for his contribution to philosophy, 
mathematics and education. His roots are in England where he was born, 
educated and spent most of his professional life. However, he notes in 
his autobiographical comment in the introduction to Essays in Science 
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and Philosophy (Whitehead, 1948), his educational aims are antithetical 
to his own educational experiences. His education was Platonic in 
nature and he indicates that such an education was limited in its 
application to life. It was an education immersed in the past. 
Although a suitable education for the professions in England before the 
end of the nineteenth century, he writes that it is not a suitable edu¬ 
cation for an industrialized civilization. Education, for Whitehead 
(1948), must be adapted to the circumstances of the society, the 
students and their future opportunities. 
Whitehead’s thoughts on education are particularly relevant to 
education in a democratic and industrialized society. In addition to 
England, his frame of reference was the United States. Having spent 
from 1924 to 1937 as professor of philosophy at Harvard University, his 
writings speak directly to American, as well as English, education. 
As with Dewey, Whitehead’s educational philosophy is influenced by 
his general philosophical position. Whitehead is a realist. From this 
perspective, he sees life as a network of interrelations and intercon¬ 
nections as opposed to static concepts or substances. All things or 
events are sensitive to the existence of all others. Life can then be 
viewed as a process of creating unity out of the data presented. Life 
moves from actualized data, that which has already become evident, to 
connect with non-actuallzed potentialities. Creative fusion is an 
end-product. Whitehead’s realism draws on experience as well as 
emphasizing the importance of interrelationships and, in this way, is 
allied to Dewey’s instrumental perspective. 
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Whitehead *s Philosophy of Education 
Whitehead's aims for education emerge from his philosophic frame¬ 
work. Education, according to Whitehead, is the process of self¬ 
development and education should aim at the selection of data for 
occasions of experience. Through this process, education enables the 
individual and society to move forward (Park, 1958). 
Underlying Whitehead’s writings is a belief in the power of 
education and its relationship to a democratic society. This belief is 
captured in his declaration that "the race that does not value trained 
intelligence is doomed" (Whitehead, 1929, p.lA). Not just the leaders 
need to be educated but an educational experience must be crafted for 
He wrote, In the democracy of the future, every man and every 
woman will be trained for a free intellectual life by an education 
which is directly related to their immediate lives as citizens and as 
workers and thereby elicits speculation and curiosities and hopes which 
range through the whole universe" (Whitehead, 1948, p.127). In 
Whitehead’s view, the aims of education should not be divorced from the 
context of a particular time and place. 
Knowledge and Wisdom. Related to Whitehead’s overarching aim of 
education as self-development is the concept that the application of 
knowledge is a critical outcome of formal education. The educational 
process must provide the learner with the tools for using knowledge. 
This is illustrated in the distinction drawn by Whitehead between 
wisdom and knowledge. He indicates that knowledge is one aim of intel¬ 
lectual education but wisdom, "the way in which knowledge is held," is 
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the ultimate goal. Wisdom is "the handling of knowledge, its selection 
for the determination of relevant issues, its employment to add value 
to our immediate experience" (Whitehead, 1929, p.30). As did Dewey, 
Whitehead suggests that the educational process should guide the 
individual toward the achievement of wisdom. The ability to utilize 
knowledge can best be achieved, according to Whitehead, if there is a 
linking of theory and practice throughout the educational experience -- 
the translation of ideas into action. A constant interweaving provides 
the integral relationship between thought and action. In Whitehead’s 
(1948) words, linking theory and practice reinforces "... that 
actions should be controlled by thought and that thought should issue 
in action. And beyond both there is the sense for what is worthy in 
thought and worthy in action" (p.127). 
One of the critical factors for Whitehead in attaining wisdom is 
the involvement of the individual in the educational experience. The 
individual must experience the joy of discovery. Ideas come alive only 
when they are used. Knowledge of the past is only useful if it equips 
us for the present and the future. He suggests that "inert ideas are 
those that are "merely received in the mind without being utilized, or 
tested, or thrown into fresh combinations" (Whitehead, 1929, p.l). 
Utilizing an idea means "relating it to that stream, compounded of 
sense, perceptions, feelings, hopes, desires, and, of mental activities 
adjusting thought to thought, which forms our life" (Whitehead, 1929, 
p.3). 
According to Whitehead, the development of the ability to apply 
knowledge, calls for both discipline and freedom in the educational 
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process but favors more of the latter. He indicates that the astute 
teacher recognizes when each is needed. Discipline is necessary to 
master the underlying knowledge of a subject, but Whitehead stresses 
that ultimately the only discipline which is important is self disci¬ 
pline. Self discipline is developed only through freedom. 
Whitehead, like Dewey, emphasizes the importance of interest as a 
springboard to learning. Interest must be evoked in the present and 
cannot be postponed to some future date. Whitehead emphasizes the 
importance of building on student interest by designing education to 
take advantage of and exercise mental powers "here and now." The mind 
should not be considered passive waiting to be sharpened. Whitehead 
recognizes that precise knowledge often is needed before one can use 
it. He warns, however, that the acquisition of knowledge should not be 
unduly divorced from its application. He writes, "Get your knowledge 
quickly, and then use it. If you can use it, you will retain it" 
(Whitehead, 1929, p.36). 
Whitehead stresses the importance of every individual knowing how 
to do something well. He believes that there is a need for expert 
knowledge and specialization as well as generalized knowledge in his 
educational schema. The generalized knowledge Whitehead (1929) points 
out "... fosters activity of mind; the specialist course utilizes the 
activity" (p.ll). The ultimate outcome from specialized study is a 
sense of what Whitehead calls style. Style is characterized by both 
attainment and restraint. It enables one to achieve an end with fore¬ 
sight and without being distracted by irrelevancies. It leads to 
efficiency as well as effectiveness. Education should produce an 
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individual with culture, that activity of thought and receptiveness to 
beauty and humanity that come from generalized knowledge, as well as 
with expert knowledge that results in style. Put another way, 
Whitehead (1929) indicates that education should "impart both technique 
and intellectual vision" (p.48). 
Stages of Intellectual Development. Whitehead delineates three 
stages of intellectual progress in the course of learning. He calls 
these the stage of romance, the stage of precision and the stage of 
generalization. In the stage of romance, the subject matter is novel 
and unexplored. Systematic procedure does not govern. During this 
stage, the disorganized activity of the mind begins to be set in order. 
Romance is a stage of broad generality. The stage of precision is 
enriched by the facts already generally understood. Exactness is 
important in this stage. Whitehead indicates it calls for student 
acceptance of a given way of analyzing facts. The final stage, gener¬ 
alization, is one of synthesis. It is a marriage of the general with 
precision and technique. Depending on the subject matter, the cycles 
occur at various periods in the student’s education. A student may be 
in the stage of romance when exposed to new material while in the stage 
of precision with a discipline introduced earlier. The length of 
various cycles also depends on individual interests and abilities. 
Whitehead describes the university education as the great period of 
generalization. He indicates that higher education should be for those 
to whom "details and procedure are familiar" or at least "so congruous 
to pre-existing training as to be easily acquired" (Whitehead, 1929, 
pp.25-26). The university education should, according to Whitehead, 
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(1929) "yield comprehension of e few general principles with a rhorough 
grounding in the way they apply to a variety of concrete details" 
(p.26). Ultimately, higher learning should enable one to see princi¬ 
ples rather than be entangled in details. Whitehead sees the stage of 
generalization at the university as providing the individual with power 
-- the power to use knowledge. 
The literary, Scientific and Technical. Whitehead’s suggestion 
that all students be exposed to some degree to the literary, the scien¬ 
tific and the technical curricula further illuminates his philosophy of 
education. Although one of these three curricula should dominate the 
student’s education, the course of study must include all three. 
Whitehead (1929) states that education "should give the student a 
technique, a science, and an assortment of general ideas and aesthetic 
appreciation, and that each of these sides of his training should be 
illuminated by the others" (p.48). 
The literary or liberal part of the curriculum must imbue in the 
learner a liberal spirit. It should kindle the imagination and develop 
an aesthetic appreciation. Scientific education should invoke logical 
thought. He emphasizes that, through observation, the student learns 
to weigh probabilities, discard irrelevant details, test hypothesis and 
draw general rules. The focus of scientific study must be on the arts 
of observation and thought, and not on a litany of narrow facts. Tech¬ 
nical education should develop the ability to use knowledge for the 
creation of products. Whitehead emphasizes that technical training 
must be broad enough to allow for adaptation. The inclusion of both 
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the literary and scientific elements within the educational program of 
one pursuing a technical curriculum protects against narrowness. 
In addition, Whitehead, like Dewey, believes that technical edu¬ 
cation well-conceived can empower workers to influence the workplace. 
However, this can only occur if the education is "conceived in a 
liberal spirit as a real intellectual enlightenment in regard to 
principles applied and services rendered. In such an education, 
geometry and poetry are as essential as turning laths" (Whitehead, 
1929, p.45). 
Development of Thought. A theme which permeates Whitehead’s 
writing is the importance of the development of thought. As Whitehead 
(1948) states, 
As we think, we live. The mind is the crucible in which we 
fashion our purposes. The business of universities is the 
guidance of thought, its content of knowledge, its aesthetic 
apprehensions and its activity of criticism (p.148). 
The educational experience must develop sound skills to critique and 
analyze. 
Education, in addition to enabling an understanding of facts and 
developing the ability to use knowledge, should create a sense of the 
things beyond and the unexplored. Whitehead (1929) subscribes to the 
belief that higher education must kindle the imagination and states 
that "the function of the university is the imaginative acquisition of 
knowledge" (p.26). It is in the university that new ways of thinking 
should be born. Whitehead explores ways of ensuring that this occurs. 
First, he indicates that knowledge must not be familiar. New ideas or 
new ways of considering old ideas can only be generated if knowledge is 
always contemplated, 
66 
• . . either under the aspect of novel annH,„^ 
the aspect of skepticism as to the extent of Itl w Un?‘r 
under^h ^ °f devel°P'"e« °f its consequInLs^o 
under the aspect of eliciting fundamental meanings which It 
presupposes, or under the aspect of a guide In the ad«es 
life, or under the aspect of the aesthetic of Its Inter 
M^orr r rhiPS> °,LUnie,: the aspect o£ the mfraculous history of discovery (Whitehead, 1948, p.161). 
The mind must be provoked in the educational experience. Imagi¬ 
nation must not be separated from facts. New knowledge is examined 
from the perspective of the known. Imagination must elicit general 
principles as they exist, but as suggested above, intellectual queries 
also must survey alternate possibilities consistent with those 
principles. 
A second way of cultivating imaginative thinking set forth by 
Whitehead is the doctrine mentioned earlier of activity by the student 
in the presence of knowledge. Active, not passive, engagement in the 
learning process is required. Application is related to active 
learning. Whitehead (1948) believes that, 
The careful shielding of a university from the activities of 
the world around is the best way to chill interest and to 
defeat progress. Celibacy does not suit a university. It 
must mate itself with action (p.161). 
The Theoretical and the Practical. Whitehead endorses the absorp¬ 
tion of schools such as law, medicine, business, art, education, 
engineering and government within the fabric of an institution of 
higher learning. Professional education, in his view, "promotes the 
consideration of the various principles underlying that career" 
(Whitehead, 1929, p.96). In addition, the stimulation of other minds 
within the university can provoke the imaginative acquisition of 
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knowledge. This implies that the exchange between faculty and student 
and among students is critical. 
Whitehead is often cited in support of vocational education. Many 
of the aims of education delineated by Whitehead would be applicable to 
vocational programs. However, his philosophical perspective is often 
taken out of context and is oversimplified. As can be seen from the 
preceding examination of Whitehead’s philosophy of education, 
Whitehead, as Dewey, would reject narrow vocational training. He would 
endorse as education vocational instruction that marries the theoreti¬ 
cal with the practical, instills the art of utilizing knowledge, and 
challenges the imagination. Whitehead does not define some subject 
matter as worthy to be included as education while other subject matter 
as being outside the scope of education. He indicates that life is the 
only subject matter of education. Thus, it is not the subject but 
rather how the subject is studied that defines education. 
Relevant Principles - Educational Criteria 
Four aims of education emerge from Whitehead’s educational philoso¬ 
phy. These are self-development, the development of a knowledge of 
general principles, the art of using knowledge and the kindling of the 
imagination. These aims can be translated into criteria which could 
distinguish education from training. 
Self-development. Self-development is an overarching criterion. 
Whitehead stresses that the valuable intellectual development is 
self-development. It occurs through the acquisition of intellectual 
skills enabling the use of knowledge coupled with personal control. 
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Education becomes empowerment when these conditions exist 
(Whitehead, 
1929). Self-development also relates to the Importance of knowing how 
to do something. Expert knowledge leads to personal control. 
Knowledge of General Principles. A knowledge of general princi¬ 
ples, the second criterion, is, in Whitehead’s view, an essential 
component of higher education. The use of general principles comes 
only after the individual has dealt with precise knowledge. It is the 
ability to see the whole picture and not to get lost in detail. 
Whitehead views this as a particularly critical criterion which defines 
higher education. 
Ugj-ng Knowledge. A key criterion of education for Whitehead is the 
development of the art of using knowledge. A linkage with general 
principles is essential. It is the combination of the theoretical with 
the application of the concept that for Whitehead separates education 
from training. The application alone tends toward training while 
theory alone would be bad education. Education provides the means for 
knowing how and when to use knowledge. Whitehead contends that edu¬ 
cation must impart both technique and intellectual vision. 
Imagination. The development of the ability to use knowledge 
imaginatively is the fourth criterion which defines education for 
Whitehead. Whitehead would contend that the sign of the educated 
person is the ability to use knowledge in new ways. Imagination, 
however, must not be separated from fact but be built on the base of 
what already has been discovered. 
Conclusion. Whitehead’s four criteria are tightly linked. The 
development of the ability to apply knowledge in an imaginative way 
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would be the mark of an educated person. Thus, criteria two, three and 
four just discussed can not stand alone but must be viewed as a triad. 
Further, the first criterion, self-development, is the pinnacle, 
attainable as a result of the other three. 
Robert Maynard Hutchins 
Our parents should make every effort in our childhood to 
moderate our passions and to habituate us to justice and 
prudence. But the role of higher education in this connection 
must be to supply the firm and enduring groundwork to sustain 
these habits when the tumult of adult life beats upon them 
(Hutchins, 1943, p.30). 
Historical and Philosophical Background 
Robert Maynard Hutchins* philosophy of education is eloquently 
articulated in his much cited work. The Higher Learning in America 
(1936). His later writings serve to expand on his initial philosoph¬ 
ical premises. Only occasionally does Hutchins modify his earlier 
perspectives on the aims of education. 
Hutchins, unlike Dewey and Whitehead, did not have a general back¬ 
ground in philosophy. However, he was highly influenced by Mortimer 
Adler who Hutchins met while serving as Dean of Yale Law School. Adler 
later followed Hutchins when Hutchins assumed the presidency of the 
University of Chicago and there are marked similarities in their edu¬ 
cational philosophies (Adler, 1977a). Adler did have a strong academic 
background in philosophy and his philosophical perspective was steeped 
in the classical tradition. Therefore, although more the educator than 
the pure philosopher, Hutchins’ educational philosophy follows in the 
classical humanist tradition and rests on the rationalist point of 
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view. The rationalist believes that the essence of ,M ls hl. ratlo„al 
nature and that education must be designed to bring out this rational 
nature. The pursuit of knowledge is an end in itself. 
Hutchins (1953) believes that a philosophy of education must be 
grounded in a conception of man and society. Clearly, Hutchins views 
man in all times and in all societies as having common characteristics. 
A major purpose of education emanating from this perspective is to 
draw out the elements of our common human nature" (Hutchins, 1936, 
p.66). Hutchins’ philosophy builds on his concept of man as a rational 
being capable of intellectual pursuits. He has faith in the capacity 
of the majority of the population to attain a similar level of general 
education and indicates that, if this is not occurring, it is a problem 
of method, of not knowing yet how to teach some students. In contrast 
to Dewey, Hutchins’ philosophy of education calls for the same con¬ 
ception of education in any time or in any place. 
Hutchins* Philosophy of Education 
Although based on universal goods, Hutchins’ educational model, in 
reality, is conceived for a particular society. In fact, Hutchins’ 
concept of education is designed for a highly developed, democratic 
society. This is not clear in The Higher Learning in America, but his 
later writings are very direct on this point. Hutchins declares that a 
major purpose of education must be to help the individual cope with the 
moral and intellectual problems that confront democracies. Hutchins 
(1956) states that a democratic society demands that every citizen 
possess "that minimum of knowledge and intellectual training which he 
needs to deal intelligently with the issues of the day" (p.34). 
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Vocational education, he stresses, will not achieve these ends; and 
therefore, is not appropriate for higher learning in America. 
Purposes of Education. Hutchins lays out a number of purposes of 
education which emanate from his philosophy. He proposes that major 
purposes of higher education are truth for its own sake, the pursuit of 
intellectual virtues and wisdom. Through these purposes, Hutchins 
believes Americans will be as intelligent as they can be. Preparation 
to enable our country to compete with other nations is not, according 
to Hutchins, an appropriate goal for American education. However, if 
we are to have wisdom and intelligence, we will achieve the same ends. 
We will be able to compete (Hutchins, 1936). 
Hutchins places emphasis on the search for truth as a central 
purpose of higher education because the university is the only place 
where this pursuit can occur unhampered by practical outcomes and 
pressure for results. The pursuit of truth is essential as the 
unifying principle of the university. It is the environment which is 
needed to sustain a community of scholars. Hutchins calls upon the 
university to take seriously its mission as a center of independent 
thought. 
Hutchins’ discussions of the intellectual virtues provide the major 
framework for his educational philosophy. The same concepts regarding 
education and the development of the intellect appear throughout his 
writings. The intellectual virtues are those habits of the mind which 
enable the individual to think and to form independent judgments 
(Hutchins, 1953). Hutchins (1936) states that "an educated man knows 
what he is doing and why" (p. 51). He embraces the following essential 
intellectual virtues as defined by the ancients: 
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Sr?U, VlrtUeS °£ knowledge, which Is 
h w . V lnductlon> of scientific knowledge, which is the 
habit of demonstration! and of philosophical Wisdom, which is 
hiehnt^iC kn°wledge comblned with intuitive reason, of things 
highest by nature, of first principles and first causes. To* 
these add the two virtues of the practical intellects art 
the capacity to make according to a true course of reasoning 
and prudence, which is right reason with respect to action 
(Hutchins, 1936, p.33). 
Hutchins contends that a solid general education grounded in the 
liberal arts cultivates these virtues. He indicates that a liberal 
education develops the recognition of basic problems and the ability to 
see distinctions as well as interrelationships in subject matter. A 
liberal education should strive for a grasp of methods through which 
solutions can be reached (Hutchins, 1954). 
Since character, according to Hutchins (1936), "is the result of 
choice it is difficult to see how you can develop it unless you train 
the mind to make Intelligent choices" (p.29). Another outcome of the 
development of the intellect is practical wisdom. While Hutchins 
constantly points out that practical knowledge is not an appropriate 
goal for education, he indicates that practical wisdom is a by-product 
of education. Correctness in thinking is essential for intelligent 
action. 
Wisdom, the third of Hutchins* major educational purposes, is a 
knowledge of the general principles, the fundamental propositions, the 
theory of any discipline. Hutchins believes that the only subject 
matter worthy of study is that with intellectual content. Such subject 
matter is grounded in theoretical principles and addresses fundamental 
problems. 
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Ills of Education. Hutchins’ purposes for higher education are 
clarified through discussions of what he rejects as being education as 
well as from what he accepts as education. He believes strongly that 
higher education has disintegrated because American educational 
standards have collapsed . . . and because specialism, vocationalism 
and triviality have taken over" (Hutchins, 1936, p.xiii). The problems 
of education result from the fact that materialism is at the core of 
American society and that the "love of money" shapes higher education 
policy (Hutchins, 1936; 1943). 
Although Hutchins recognizes that an undeveloped country may have 
to emphasize technical or vocational training since it is difficult to 
focus on the development of the mind if basic needs are not satisfied, 
he rejects the notion that American higher education should be prepa¬ 
ration of men and women for their life work. He concludes that 
narrowly construed vocational courses are damaging to the university. 
The tricks of the trade quickly become outdated and should not be 
learned in the university. The vocationalism that Hutchins rejects is 
education aimed at acquiring the techniques for immediate gainful 
employment. He states that "the result of the emphasis on vocational 
education in America is poor mechanics without education (Hutchins, 
1953, p.18). Hutchins (1956) does recognize, however, that "all 
education is at all times vocational; all education hopes to make their 
students more effective in their callings (p.39). 
Hutchins rejects the over specialization which occurs in the name 
of scholarship, as well as that which is clearly vocational. The move 
toward specialization in American education, in his view, makes it 
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difficult to carry on any converaation. Thara is no common vocabulary 
or intellectual understanding even among those who claim to be educated 
(Hutchins, 1954). 
Hutchins criticizes the credit system in American colleges and 
universities. Instead of engaging in an educational program, Hutchins 
claims that students enroll in a collection of courses. He states, 
"the credit system provides an admirably swift means of passing the 
student from one unit to the next without having to determine what an 
education is or whether the student has it" (Hutchins, 1956, p.39). He 
points to progressive education, the introduction of the elective 
system and the abrogation of the role of the teacher as the causes for 
the deterioration of collegiate education. 
Hutchins specifically lashes out at Dewey as a primary cause for 
the ills of American education. He indicates Dewey’s philosophy led to 
a belief in empiricism and to the doctrine of adjustment prevalent in 
the schools. He suggests that in part, Dewey’s followers misinter¬ 
preted him because "Dewey is not a clear writer" (Hutchins, 1953, 
p.15) . However, he also concludes that the major problem with Dewey’s 
thinking is that he was a social reformer and believed education was 
the path to social reform (Hutchins, 1953). Dewey proposed that 
education would change the nature of work. Hutchins also sees a link 
between education and the power to change the nature of work. The 
differences may be more in semantics and methodology than in desired 
outcomes. Hutchins (1954) writes, 
Wherever possible, workmen should be artists; their work 
should be the application of knowledge or science and known 
and enjoyed by them as such. They should, if possible, know 
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what they are doing, why and what they are doing has the 
results it has, why they are doing it, and what constitutes 
the goodness of things produced. They should understand what 
happens to what they produce, why it happens in that way, and 
how to improve what happens. They should understand their 
relations to others co-operating in a given process, the 
relation of that process to other processes, the pattern of 
them all as constituting the economy of the nation, and the 
learning of the economy in the social, moral and political 
life of the nation. Work would be humanized if understanding 
of all these kinds were in it and around it (p.44). 
Educational Content and Structure. To achieve his educational 
purposes, Hutchins proposes a specific content and structure to higher 
learning. This is antithetical to the variety of curricular approaches 
endorsed by Dewey and Whitehead. An understanding of this framework 
illuminates his philosophy. He subscribes to the belief that since all 
men share a common nature a common curriculum "can best draw out the 
elements of our common human nature" (Hutchins, 1936, p.77). Hutchins 
proposes a two-tiered educational system for higher learning. The 
first level would encompass grades eleven and twelve (the last two 
years of secondary education) and grades thirteen and fourteen (the 
freshman and sophomore years of college). This would be publicly sup¬ 
ported education for all to be built around a general education pro¬ 
gram. General education would include English grammar, rhetoric and 
logic: the rules of reading, writing and reasoning. He adds mathe¬ 
matics to his prescribed curriculum as a study which encourages cor¬ 
rectness in thinking." Through this educational experience, Hutchins 
(1936) indicates a student would have solid knowledge of the founda¬ 
tions of the intellectual disciplines; would be able to distinguish and 
think about subject matters; could use language and reason; would have 
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some understanding of man and what connects man to man, 
acquired some degree of wisdom. 
and would have 
Having completed general education, students would then be able to 
continue at the university. This education would not be practical 
training for specific jobs since, for Hutchins (1936), "by definition 
training can’t be intellectual" (p.91), and the major goal of the 
university is intellectual development. University education, in 
Hutchins’ scheme, is not for everyone but only those who can benefit 
from the stretching of the mind. The three-year university education 
would consist of the study of metaphysics, the social sciences and the 
natural sciences. Students would study all three fields but concen¬ 
trate on one. Hutchins views this as the most appropriate education 
for the learned professions. The curriculum would focus on "thinking 
about fundamental problems" (Hutchins, 1936, p.106), not the collection 
of information. Such information, Hutchins (1936) asserts "had no 
place in it (the university) except as such data may illustrate or 
confirm principles or assist in their development" (p.109). 
Hutchins lays out the content of higher education believing this 
can’t be left to the whims of the student or the direction of the 
general community. Hutchins’ (1936) framework provides the permanent 
studies which have the aim "to connect man with man, to connect the 
present with the past, and to advance the thinking of the race" (p.71). 
Although prescriptive in structure, Hutchins encourages variation 
in method. His writings do not address specifically what methods may 
be appropriate. He does, however, reject methods that measure 
attainment by what can be repeated on exams and which reward docility 
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and memory. His willingness to accept differences in method even 
allows for the introduction of some technological work if it has 
subsidiary value in general education for some students. He states, 
The question whether certain technical work shall be allowed 
to be part of a general education is rather a question of 
method than of content . . . Technology as such has no place 
in general education. If it can be justified at all, it can 
be because we discover that certain principles can best be 
communicated through technical work (Hutchins, 1936, p.74). 
Relevant Principles - Educational Criteria 
Seven criteria for education can be deduced from Hutchins’ philoso¬ 
phy of education. These criteria are: knowledge of general princi¬ 
ples, intellectual virtues, creative thought, character, skills to 
function in a democratic society, historical foundations, and lifelong 
learning. Although an initial reading of Hutchins’ early writing would 
focus on knowledge, divorced from application as a governing principle 
for educational criteria, a careful analysis reveals that Hutchins 
would define education through the development of many facets of the 
individual. 
Knowledge of General Principles and Intellectual Virtues. Crite¬ 
rion one, the knowledge of general principles, relates to the theory of 
a discipline. Hutchins also stresses the general knowledge which gives 
everyone the same basic framework for communicating. The knowledge of 
the theory of the discipline is tightly linked to criterion two, intel¬ 
lectual virtues. Here, Hutchins emphasizes the ability to make judg¬ 
ments and to see distinctions as well as interrelationships. Hutchins 
also would stress the development of communication skills. 
Creative Thought. Creative thought, criterion three, is integral 
to education. Higher education, in particular, is where knowledge of 
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the past can be thought about in new ways. 
It is the creative process 
which enables the continual pursuit of the truth. 
Character and Civic Involvement. Character development and skills 
for civic involvement, criteria four and five are difficult to sepa¬ 
rate. Character is built on the ability to make choices but Hutchins 
indicates it is more than an intellectual skill for It requires pru¬ 
dence, the use of reason to influence action. Character and reason are 
then employed in coping with the problems, both moral and intellectual, 
which confront democracies. 
Knowledge of the Past. Hutchins would set the presentation of new 
knowledge in the context of the past as essential for education. This 
view of the chain of knowledge is critical for Hutchins. He believes 
that cultural ties are essential and can only be developed from a 
thorough knowledge of one’s heritage. In addition, this view calls for 
a constant re-examination of the past in pursuit of new knowledge. 
Lifelong Learning. The final criterion to be drawn from Hutchins 
work relates to the continuation of learning. Labeled earlier as 
lifelong learning, it should be clear that Hutchins did not use this 
terminology. He would stress the need to continue to evaluate a 
learning experience as to whether it would contribute to the ability to 
continue the pursuit of truth. This is, in essence, lifelong learning. 
Mortimer J. Adler 
Education in its essence is the cultivation of the human mind. 
Education consists in the growth of understanding, insight and 
ultimately more wisdom (Adler, 1977, p.245). 
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Historical and Philosophical Background 
Mortimer Adler, a colleague of Hutchins at the University of 
Chicago, echoes many of the same philosophical principles articulated 
by Hutchins. As indicated earlier, it is perhaps Adler’s general 
philosophical perspective that influenced both of their educational 
philosophies. Adler, is a classical humanist and his educational 
philosophy is reflective of his Aristotelian roots. Adler (1977b) 
indicates that he is an Aristotelian because his "search for philo¬ 
sophical truth has always reached bedrock only when it succeeded in 
digging down to the foundation Aristotle laid ..." (p.293). Adler 
(1977b) attributes to Aristotle and Aquinas, a student of Aristotle, 
all of the philosophical truths he holds and indicates he has learned 
little from more contemporary philosophers with the possible exception 
of the "truth that democracy is the only perfectly just form of 
government" (p.293). 
Adler’s philosophy of education is rooted in a number of funda¬ 
mental principles. First, there is a commonality of all people. A 
commonality that transcends a particular time or place; second, there 
is one authority in life and that is reason; third, the ultimate goal 
for all humans is happiness, the happy man being one who desires 
nothing more. From these basic principles, Adler’s philosophy of 
education emerges. 
Adler (1963) stresses that human nature is everywhere the same, and 
therefore, that the "ultimate ends of education are the same for all 
men at all times and everywhere" (p.346). This principle, that the 
ultimate ends and the universal means for achieving them are absolute, 
80 
gets translated Into his educational philosophy. Consonant with this 
view Is the belief that the schooling of the past, which was not uni- 
versal but was reserved for the few, still can be the best schooling 
for all. 
Adler s Philosophy of Education 
The only education which Adler (1977) sees as worthwhile is a 
liberal education, the direct product of such an education being, "a 
good mind, well disciplined in its process on inquiring and judging, 
knowing and understanding, and well furnished with knowledge, well 
cultivated by ideas" (p.122). The liberal arts impart the skills of 
reading, writing, speaking, listening, observing, measuring, and 
calculating. They are the arts of grammar, rhetoric, and logic, the 
mathematical arts and the arts of investigation. These are the areas 
which Aristotle placed at the foundation of learning and as necessary 
competencies for further learning. 
Liberal education is for Adler humanistic education. The human¬ 
istic approach recognizes the permanent aspects of the subject matter, 
those that derive from the constancy of human nature. It is philosoph¬ 
ical in the sense "that it looks for universal principles and abiding 
truths, the fundamental ideas and insights, the controlling canons of 
procedure or method, all of which are determined by the faculties of 
man as inquirer or learner" (Adler, 1977, p.162). The liberal arts and 
a common intellectual tradition are at the core of Adler’s (1977) 
educational principles, "the one giving men the technique of communi¬ 
cation, the other rooting them all in the same cultural soil" (p.45). 
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Adler indicates that with this grounding, at least we could understand 
one another even when we do not agree. 
A glance at what Adler (1977) states a liberal arts college must 
not allow further amplifies his view of a liberal education (pp.159- 
161). First, a liberal arts college should not allow for specific 
training for a specific vocation. The method and content should be the 
same without regard to how someone planned to earn a living ultimately. 
Second, no elective courses should be allowed. The liberal arts should 
be the same for all. Third, no departmental groups should be allowed 
since this would be detrimental to the unified course of study being 
prescribed. Fourth, original sources, not textbooks, should be 
utilized and formal lectures should be kept to a minimum. Finally, 
oral, not written examinations, should be utilized since "only oral 
examinations can succeed in separating the facile verbalizers and 
memorizers from those in whom genuine intellectual skills are beginning 
to develop and whose minds have become hospitable to ideas" (Adler, 
1977, p. 161). 
Educational Content and Structure. Adler presents a model for 
education which calls for twelve years of undifferentiated schooling 
beginning at age four and concluding at age sixteen. The goal of his 
"basic" education would be to prepare every individual for continued 
learning in later years, whether formal or informal, "to inculcate the 
arts of learning" (Adler, 1977, p.149). It would be terminal learning 
for those who choose not to continue in the traditional educational 
system and preparatory learning for those who would seek higher 
education. 
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Although Adler believes in the commonality of humans, he recognizes 
that everyone is not endowed with equal intellectual potentialities or 
capacities. However, he stresses that this does not mean we have to 
have distinct educational goals for those who are less gifted. He 
states that a quart container and a gallon container can each be filled 
to the brim and they are treated equally when they are each filled to 
the brim with the same substance, not one with dirty water and one with 
cream. His challenge to the schools is to learn how to accomplish 
this. 
The second part of Adler’s model consists of "advanced schooling." 
It would be voluntary, at public expense, and meritocratic. "Advanced 
schooling" would include general education and specialized training in 
the learned professions. He reserves specialized training for those 
who have a firm foundation in the liberal arts. 
In 1982, Adler authored The Paldeia Proposal on behalf of the 
members of the Paldeia Group. The philosophy which undergirds The 
Paldeia Proposal basically is the philosophic perspective just out¬ 
lined. The Paldeia Proposal prescribes a specific course of study for 
grades one through twelve. It is a one-track system of schooling. The 
belief in the commonality of man shapes the educational program. 
Purposes of Education. Adler’s second philosophical principle, 
that the ultimate authority in life is reason, permeates his edu¬ 
cational philosophy and serves as a key purpose of education for him. 
In Adler’s (1977) words, 
The person who has not learned to think critically, who has 
not come to respect reason as the only arbiter of truth in 
human generalization, who has not been lifted out of the blind 
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alleys of local and contemporary jargons and shibboleths, will 
not be saved by the orator of the classrooms from later 
succumbing to the orator of the platform or the press (p.54). 
It is the responsibility of the schools, the purpose of education, to 
train intelligence in the good habits of knowing and thinking. Again, 
Adler concludes that a liberal education is the best way to develop the 
habits of judging, knowing and understanding. 
It is not only the content but the method of education which leads 
to the development of the intellectual skills. Adler makes this point 
in many of his writings. In The Paideia Proposal, the methods of edu¬ 
cation, as well as the subject matter, are emphasized. Active learning 
is advocated to be encouraged by the teacher by “inviting and enter¬ 
taining questions, by encouraging and sustaining inquiry, by super¬ 
vising helpfully a wide variety of exercises and drills, by leading 
discussions, by giving examinations that arouse constructive responses 
not just the making of check marks on printed forms" (Adler, 1982, 
p.50) . Further, Adler indicates, in The Paideia Proposal, that 
learning improves the mind by (1) the acquisition of information or 
organized knowledge with didactic instruction as an appropriate mode 
for this type of learning; (2) development of intellectual skills with 
learning by doing being crucial; and (3) the enlargement of under¬ 
standing with the teacher teaching by asking not telling. 
Although in agreement with Dewey regarding the importance of 
critical thinking, Adler rejects the position, proposed by Dewey and 
Whitehead, that the scientific method is the best way to develop these 
skills. In fact, Adler (1977) blames the condition of society on 
"modern man-s exclusive trust in science and his gradual disavowal of 
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whatever lies beyond the field o£ science as irrational prejudice, as 
opinion emotionally held" (p.15). He berates the pre-World War II 
educational system tor misusing science and creating a materialistic 
and narcissistic generation. 
Adler’s emphasis on the development of critical thinking skills is 
linked to two other of his major educational purposes; preparation as a 
lifelong task and preparation for citizenship. Adler stresses that no 
one can be given a complete education but rather education readies one 
for a life of learning. This goal is accomplished by transforming 
those one teaches into independent learners. Schooling forms the 
habits of learning. In fact, Adler (1977b) suggests that we should use 
schooling to signify the learning done by mature men and women" 
(p.242). 
Adler presents his call for lifelong learning through a logical 
argument. He indicates that the ultimate goal of education is wisdom 
-- which "presupposes having the information, knowledge and under¬ 
standing requisite for attaining the most fundamental insights that our 
minds can achieve" (Adler, 1986, p.112). He concludes it takes a life¬ 
time to acquire such wisdom; and therefore, learning must be a lifelong 
pursuit. 
The methods advocated by Adler to develop critical thinking are 
those which lead to lifelong learning. He emphasizes this method of 
discovery and urges teachers to ask questions to provoke the learner’s 
mind. Adler indicates that progressive educators actually knew how to 
do this best, however, he points out that although they had the right 
means, they did not have the right ends. 
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Adler’s concept of education for citizenship is that education 
should not be designed to serve democracy but rather that education is 
to make all free. This is linked to the role of reason. Adler pro¬ 
poses that a mind can not be free unless reason is recognized as the 
only authority. 
Adler indicates that a liberal education is education for free men. 
He stresses that such an education is also education for leisure. 
Leisure, as opposed to work, is desirable and governed by free choice. 
Leisure is in contrast to play. Adler equates play to biologically 
useful activities, such as sleep, exercise and other bodily recuper¬ 
ations and to temporary regressions to childhood. Leisure, or appro¬ 
priately used free time, according to Adler, results in private 
excellence -- perfection of an individual’s own nature; and public 
excellence, moral or political duty or excellence of man in relation to 
other men or society (Adler, 1977b, p.112). 
An individual’s role "as an enfranchised citizen of the republic" 
is a major purpose of education discussed in The Paideia Proposal. 
Adler indicates this can only be done through quality education. 
Quality, in Adler’s terms, means education which not only provides for 
the acquisition of knowledge but more importantly, develops intellec¬ 
tual skills and an enlarged understanding of ideas and values. Thus, 
citizenship and critical thinking are linked. 
Adler further contrasts education for leisure from education as 
preparation for work. Adler stresses that vocational education is a 
misuse of schooling and is not the education of free men and women. In 
his view, vocational training should be done on-the-job and should be 
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compensated. One best learns how to earn a living by first gaining the 
skills common to all work In society. He distinguishes professional 
education from vocational education. Adler Indicates that professional 
education is both vocational and liberal because It prepares Individ¬ 
uals for liberal work as opposed to servile employment. Although 
higher education may prepare Individuals for vocations that require 
specialized knowledge and technical skills, Adler (1982) stresses 
higher education must also include studies "that will carry them to 
levels of general, liberal and humanistic learning beyond what they 
received in their basic schooling" (p.71). 
The cultivation of morality is a significant educational purpose 
for Adlers This already has been shown in the discussion of his 
perspectives on lifelong learning and his definition of the wise use of 
leisure. Education, for Adler (1977b), should evoke our humanity and 
aim for "the development of the moral virtues" (p.49). 
Wisdom and Transcendental Learning. In his recent writings, Adler 
points out that given the proper foundation, the pursuit of wisdom can 
best occur once the mind has matured. Adler’s A Guidebook to Learning 
(1986), is designed to provide direction to the adult learner. In this 
book, Adler’s discussion of what he believes to be wisdom sheds addi¬ 
tional light on what for Adler is education. 
Using the tools of philosophic inquiry, Adler (1986) establishes 
hierarchies for the form, content and subject matter of learning. The 
last in each of the series that follows is generally in Adler’s schema 
of highest value. He sets forth four goods of the mind: information, 
organized knowledge, understanding, and wisdom, with wisdom being the 
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supreme good. He differentiates knowing into 1) know-that, 2) know- 
what, 3) know-how, and A) know-why and wherefore. The first two are 
predominant in history, empirical science and mathematics. Two and 
four relate to philosophy, and three relates to art and prudence. Art 
in knowing how to make things or produce objects. Prudence is knowing 
how to act for our own good and the good of society. 
Adler distinguishes between episteme, the specialized skills of the 
expert in a particular field and paideia, general learning and the 
intellectual skills that everyone should possess. He also differen¬ 
tiates descriptive and explanatory truth, knowing what is, what it is 
and why it is from prescriptive and obligatory truth, knowing what 
ought to be sought and how it can be attained. 
Adler separates disciplines into those that are basic and those 
that are transcendental. A transcendental form of learning is "univer¬ 
sally applicable to all forms of learning and even reflexively appli¬ 
cable to itself" (Adler, 1986, p.129). Adler indicates that among the 
basic forms are the empirical sciences, and the mathematical sciences. 
History and philosophy, including poetry in its broadest sense, are 
among the transcendental forms of learning. 
Although the hierarchies just presented place transcendental 
learning above specialized knowledge, in The Paideia Proposal, Adler 
indicates that specialization is appropriate for higher education if 
the ground work and the skills of the liberal arts have been estab¬ 
lished in earlier years of schooling. In A Guidebook to Learning, he 
writes, 
88 
. . . our colleges and universities need not supplant the 
diverse forms of specialized education they now offer by 
substituting truiy general education at this higher level 
They need only supplement and ameliorate that specialized 
education by adding to it the continuation of the kind of 
learning and teaching that involves the enhancement of 
understanding (Adler, 1986, p.142). 
Adler further notes that every specialized discipline can be trans¬ 
formed by a humanistic approach. History and philosophy can be 
applicable and shed light on any field of specialization. Transcen¬ 
dental forms which emphasize the why, what ought to be, and how it can 
be attained, can bring specialization into the domain of education. 
Adler’s educational philosophy is highlighted in the following 
quote from his discussion of higher learning in The Paidela Proposal. 
He writes, 
We need specialists for our economic prosperity, for our 
national welfare and security, for continued progress in all 
the arts and sciences, and in all the fields of scholarship. 
But for the sake of our cultural traditions, our democratic 
institutions, and our individual well being, our specialists 
must also be generalists; that is, generally educated human 
beings (Adler, 1982, p.72). 
Relevant Principles - Educational Criteria 
Adler’s philosophy translates into educational criteria which are 
similar to Hutchins. They can be labeled as follows: universal prin¬ 
ciples, common intellectual tradition, habits of knowing and thinking, 
creativeness, moral virtues and wisdom. 
Universal Principles and a Common Intellectual Tradition. Crite¬ 
rion one stresses that education must address the fundamental ideas 
which are basic to a discipline. Adler would carry this farther, of 
course, by indicating that there is a set of fundamental principles 
which are universal. This relates directly to criterion two, a common 
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intellectual tradition. The ability for education to root all people 
in one soil is an integral part of his educational philosophy. 
Knowing, Thinking and Creativeness. Criterion three, habits of 
knowing and thinking, stresses the way knowledge is used, the ability 
to inquire, know, judge and understand. The ability to communicate 
relates to these skills. Adler emphasizes the liberal arts as the best 
way to develop these habits, particularly the use of the language. 
Creativeness, criterion four, extends the habits of knowing a step 
further by stressing the ability to think in new ways. 
Moral Virtues. Criterion five, moral virtues, for Adler, is the 
development of the knowledge of what ought to be sought, as well as the 
ability to act on that knowledge. Adler ties moral virtues tightly to 
public excellence and one’s civic obligations. 
Wisdom. Finally, criterion six, wisdom, is the paramount purpose 
and ultimate measure of a learning experience. A key to determining if 
learning is education is an affirmative response to the question as to 
whether it contributes to the lifelong ability to attain understanding 
and insight into human situations. Wisdom, for Adler, is a lifelong 
quest and a true education lays the foundation. 
Conclusion - Overlapping Criteria 
At first glance, the philosophies of education of Dewey and 
Whitehead, the instrumentalists as opposed to Hutchins and Adler, the 
rationalists, appear to be disparate. However, a careful analysis of 
the major criteria of education, articulated following the analysis of 
the philosophy of each of these four individuals, reveals a number of 
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areas of convergence. Criteria emerge co^on to all four philosophies 
which can serve to define education in general, and higher education in 
particular. 
Before examining specific criteria, an examination of the general 
educational philosophies, using a framework set forth by Adler and 
Mayer (1958), underscore commonalities. This approach will demonstrate 
why similar criteria can be extracted. Adler and Mayer suggest that 
philosophies of education can be labeled as either aristocratic or 
democratic. Democratic philosophies are then either realist or ideal¬ 
ist. Democratic idealists can be categorized as traditionalists or 
modernists. 
Dewey, Whitehead, Hutchins and Adler all are democratic in educa¬ 
tional philosophy rather than aristocratic. They believe in education 
for all at least through the first two years of college. They base 
this belief on the need for educated citizens in a democratic society 
and the supposition that all people are educable. The democratic 
philosophy also rests on the premise that universal suffrage demands an 
educated populace. 
Dewey, Whitehead, Hutchins and Adler all also are educational 
idealists. They would have undifferentiated education as long as pos¬ 
sible, that is undifferentiated in educational objectives. Although 
Dewey would base early education on interest, this would be merely as a 
motivator. The teacher would be responsible for moving all students 
forward to similar ends. Although the subject matter might not be 
identical, the skills and competencies would be. Whitehead, too, urges 
similar exposure. Allowing for differentiation into technical, scien- 
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tific and literary curricula as one move forward to collegiate work, 
Whitehead calls for all students to be exposed to some degree to all 
three areas. Hutchins and Adler clearly advocate a liberal education 
with very little differentiation or specialization until at least past 
grade fourteen, the junior year of the undergraduate program. However, 
if one divorces subject matter from the discussion, the similarities 
emerge. 
It is the terms traditionalist and modernist that separate the four 
philosophers. While Hutchins and Adler are the traditionalists, Dewey 
and Whitehead are the modernists. Dewey and Whitehead would look to 
the integration of vocational and liberal education. They indicate 
that such an education prepares the individual for industrial democ¬ 
racy. The educational philosophies of Dewey and Whitehead recognize 
the impact of scientific thought on modern man; and therefore, modern 
science and technology constantly shape the educational experience. 
Hutchins’ and Adler’s educational philosophies call for the preser¬ 
vation of traditional liberal education and they see very little reason 
to relate the educational experience to a specific vocational future. 
Although they would admit that education can serve to humanize labor, 
this would be only an indirect result with education for citizenship 
and leisure among the primary purposes. The basic area where Adler and 
Hutchins would disagree with Dewey is in the primacy of science and the 
scientific method as the most appropriate mode of inquiry. Hutchins 
and Adler believe in the efficacy of philosophical methods and stress 
that experience is not the only, and frequently not the best, source of 
knowledge. 
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It is the schism between the modernists and traditionalists that 
separates the philosophies of Dewey and Whitehead from that of Hutchins 
and Adler. Because of this basic difference in perspective, It Is 
unlikely that Adler and Hutchins would accept that a course taught in a 
corporate environment, and perhaps related to an individual’s voca¬ 
tional development, could be education. However, even Adler may have 
modified this position somewhat. Brubacher (1982) claims that Adler, 
more than other rationalists, deplored vocationalism in higher educa¬ 
tion. Adler makes this point frequently. And yet, in his most recent 
book, he writes that colleges and universities could "afford the oppor- 
tunity for specialization in a field or fields they elect to pursue" as 
long as teaching and learning continues to enhance understanding 
(Adler, 1986, pp.140-142). 
Recognizing this distinction, it is from the commonality of the 
democratic idealists that the similarities in the four philosophies 
will be drawn and criteria defining education will be developed. 
Hutchins and Adler would object to the final application of their 
philosophies to courses taken out of context of what they believe to be 
the essential educational whole, however, the commonalities exist 
nevertheless. 
Civic Responsibility. The view set forth by all four philosophers 
stresses that education is integrally linked to democracy. Fundamen¬ 
tally, this means that education prepares the individual with the 
skills to exercise the rights of citizenship in a democratic society. 
Dewey sees education as imbuing the Individual with social concern as 
well as the capacity for influencing social change. Adler indicates 
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that education develops reason which, in turn, enables the individual 
to benefit and contribute to democracy. Whitehead, as well, speaks to 
education for a free intellectual life and Hutchins believes education 
roust prepare the individual to cope with problems that confront 
democracies. 
From this fundamental criterion, preparation for life in a demo¬ 
cratic society, a number of other criteria emerge which clearly define 
education. Each of these criteria is articulated by the four philoso¬ 
phers under discussion. The criteria are discussed in the text which 
follows and are summarized in the table at the conclusion of this 
chapter (Table 3.1). These criteria can be categorized under the 
following broad headings: General Principles/Theory, Cognitive Skills, 
Moral Development, Creativity, Self-Development, Roots to the Past, and 
Lifelong Learning. 
Knowledge of General Principles/Theory. An important criterion 
which emerges from an analysis of Dewey, Whitehead, Hutchins and Adler 
and clearly distinguishes education from training concerns itself with 
the content of education, the knowledge to be transmitted. The 
acceptable subject matter for higher education is not being addressed 
here, for as indicated, the four philosophers might differ on this 
question, but rather the generic characteristics are addressed which 
could be used for any content. 
Dewey stresses the need for generalization in advanced education. 
In secondary education, Dewey would have the curriculum focus on the 
general principles or laws found in phenomena. This same focus carries 
through in the first two years of higher education allowing for more . 
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specialization in the last two years of undergraduate education. 
However. Dewey constantly calls for attention to the method of Inquiry 
as well. Dewey also stresses the marriage of theory and practice. The 
general principles need to be articulated and then the generalizations 
need to be put to special applications. 
Whitehead’s perspective on the importance of generalized knowledge 
is clear in his discussions of university education. Whitehead 
describes university education as the period of generalized knowledge. 
From the university experience, students should be able to comprehend 
broad principles rather than be buried in detail. However, Whitehead, 
as Dewey, constantly calls for the linkage between theory and practice. 
Ideas must be translated into action or they remain valueless. 
Whitehead also stresses that the application of knowledge can’t wait 
until a later date but must be closely linked to its acquisition. 
Hutchins speaks to the aim of higher education being knowledge of 
principles and causes. He also emphasizes the interrelationships 
between subjects and he is critical of the compartmentalization of 
various subjects in the curriculum reflected in the departmental 
structure of the university. Although alike in drawing on the impor¬ 
tance of broad knowledge and general principles, Hutchins, in contrast 
to Whitehead and Dewey, does not believe in application of what is 
learned in the same sense. Hutchins indicates that, although practical 
wisdom is a by-product of education, it is not a goal of education. 
Hutchins advocates active involvement in learning but such active 
application should not occur in the arena of everyday life. 
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Adler’s perspective again is similar to Hutchins’. Adler calls for 
the recognition of first principles, the foundations of a body of 
knowledge. Such principles provide the base around which facts can be 
organized. He emphasizes generalized learning and connects such 
learning to the development of intellectual skills. At the university 
level, specialization may even be acceptable if principles are drawn 
out which enhance understanding. Adler shares Hutchins’ views, just 
discussed, on practical skills and applications. 
Cognitive Skills. The next criterion which emerges from the four 
philosophers will be labeled cognitive skills. Cognitive skills can be 
equated to what Hutchins calls intellectual virtues, Dewey names 
thinking skills, Whitehead speaks of as the art of using knowledge, and 
Adler categorizes as intellectual skills. This criterion clearly 
distinguishes education as opposed to training for the four philoso¬ 
phers. All four emphasize that these skills are critical for con¬ 
fronting social and economic issues. An individual abrogates or 
misuses the right to vote and participate in community decisions 
without these abilities. 
Dewey emphasizes reflective thinking as key to cognitive skills. 
He calls for a method of inquiry which is akin to the scientific 
method. Reflective thinking consists of specific steps including 
recognizing the problem, defining the problem and a plan for a solu¬ 
tion, formulating a tentative solution, applying reason and finally 
testing the solution. Dewey stresses objectivity and openness in his 
methodology. Education actually occurs through experience with one 
experience drawing on another. Active learning is critical if cogni- 
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tive skills are to be developed. This means that the students must be 
actively involved in the learning process, constantly engaged in 
reflective thinking, connecting one experience to another. 
Whitehead sets wisdom as the ultimate goal of education. Wisdom, 
for Whitehead, is the way knowledge is used to make determinations and 
add value to experiences. As Dewey, Whitehead urges active involvement 
in learning and the use of ideas so they can assume meaning for the 
individual. 
Hutchins establishes the development of the intellectual virtues as 
an important educational outcome. Intellectual virtues are those 
habits of the mind which facilitate independent thought and judgment. 
Cognitive skills include problem recognition, the ability to see dis- 
tinctions and interrelationships and methods through which solutions 
can be reached. Hutchins does not rely on the scientific method, as 
Dewey does, but calls for multiple approaches. 
Adler also emphasizes cognitive skills. For Adler, these include 
the ability to inquire, make judgments and understand. Adler empha¬ 
sizes that the skills of reading, writing, speaking, listening, 
observing, measuring and calculating are the foundation for all cogni¬ 
tive skills. Adler believes that reason is the ultimate authority. 
Reason encompasses the ability to think critically. Adler, as Dewey 
and Whitehead, emphasizes that it is the methods of education, not only 
the content, which develop critical thinking. Coaching and supervised 
practice, Socratlc questioning, and active participation are methods 
Adler advocates as essential to sound cognitive development. 
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The centrality of language as part of the educational process and 
as the foundation to further cognitive development also emerges from 
the philosophies of Dewey, Whitehead, Hutchins and Adler. Dewey 
stresses that education must develop the ability to use language as a 
tool to assist thought and convey ideas. Whitehead urges exposure to 
the literary as well as the scientific and technical curricula as a way 
of assuring language and aesthetic development. The liberal arts 
emphasized by Hutchins and Adler are the arts of language -- speaking, 
reading, writing, and listening. These are, in their view, the 
foundational skills giving the individual the ability to communicate. 
It is important to reiterate that all four philosophers would 
stress that cognitive skills can only be developed through active 
involvement in learning. It is differences in method, as well as 
content and expected outcomes, that circumscribe a definition of 
education for each of these philosophers. Rote memorization without 
regard to application, would not be education. Nor would the converse 
be true. Rote application separated from thinking and judgment is not 
education in the eyes of these philosophers. 
Moral Development. Moral development is another major criterion of 
education from the perspective of the philosophers under discussion. 
Although using different words, the goal is the same. Adler speaks of 
the development of moral virtues; Hutchins discusses character develop¬ 
ment; and Dewey refers to development of moral dispositions. Of the 
four, only Whitehead does not address moral development directly. They 
also stress that the linkage between moral development and the ability 
to make moral choices is fundamental to the health of a democracy. 
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For Dewey, moral development Is central to his philosophy of edu¬ 
cation. Education strengthens moral dispositions. Dewey indicates 
that moral development is fostered by the social aspect of the educa¬ 
tional experience. In Dewey’s view, social relationships lead to 
social responsibility and the capacity of the individual to influence 
social change. 
Hutchins perceives education as inculcating the ability to cope 
with the moral dilemmas that face democracies. It allows the indivi¬ 
dual to know why he is doing something, not just how. Character 
results from choice. Thus, a goal of education from Hutchins’ per¬ 
spective is “prudence," reason governing action. 
Adler is very direct in relating moral development and education. 
For Adler, learning must lead to a comprehension of the human 
condition, and knowledge of the differences between good and evil. 
Empathy and moral judgment are key components of wisdom for Adler. 
Moral responsibility ensures that the individual uses free time for 
public, as well as private, excellence. 
Creativity. In addition to the major criteria of education, the 
development of cognitive and moral skills, a number of other criteria 
emerge from the educational philosophies of Dewey, Whitehead, Hutchins 
and Adler. The ability to use creative skills is an important educa¬ 
tional outcome. Dewey and Whitehead speak of the importance of educa¬ 
tion as kindling the imagination. Dewey indicates that imagination 
must both be used in and be the end product of education. Information 
must be thought of in new ways. Whitehead links the imaginative 
acquisition of knowledge to the purpose of a university. He indicates 
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that the university must develop the ability to think in new ways about 
old ideas. Hutchins and Adler do not speak directly to imagination or 
creativity. Hutchins, however, sees the university as advancing the 
thinking of the race. Creative thinking has to be the goal if the 
university is to advance as well as preserve knowledge. Adler also 
supports the educational goal of creativity. Adler indicates that the 
Socratic or maieutic mode of teaching stimulates the student to think 
in new ways. 
Self-development. Although approached in different ways, the 
growth of the individual is of concern to all four philosophers. Dewey 
and Whitehead indicate that self-development should be an important 
educational outcome. Whitehead, particularly, is eloquent on this 
point. He views self-development as having two important facets. 
First, the individual gains the skills which lead to personal control. 
Further, the individual, at some point in the educational experience, 
expresses his or her uniqueness through specialization. For Whitehead, 
education must assist individuals in achieving their potentialities in 
all facets of life. Self-development is achieved by developing self- 
discipline. This calls for freedom as well as discipline in the educa¬ 
tional process. In addition, Whitehead urges specialized knowledge in 
addition to general knowledge for each individual. He believes that in 
choosing a specialized direction the individual becomes personally 
involved in what is being learned. 
Dewey also stresses self-development. This criterion surfaces in a 
number of ways and is similar to Whitehead’s view. Dewey emphasizes 
the development of intrinsic control giving the individual power in 
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future endeavors. Dewey also emphasises the need for developing prac¬ 
tice1 skills and Indicates that through one's occupation, one can 
express his or her distinctive nature. 
Hutchins and Adler do not address self-development in the same way 
as Dewey and Hutchins do. Although they both indicate that education 
is the key to developing individual human potential, this is achieved 
through other outcomes. Moral and cognitive development lead to 
development of self. 
Roots to the Past. In addition to a view of the role of education 
as advancing knowledge, all four philosophies stress that an important 
role of education is the transmission of the past. However, the empha¬ 
sis on preserving the past varies considerably among the four indivi¬ 
duals. Dewey indicates that education preserves social continuity by 
transmitting essential skills and values. However, it is an approach 
which emphasizes the use of the past to create the future. For Dewey, 
the culture of the past must be connected to contemporary life if there 
is to be progress. Whitehead strongly echoes this view when he 
stresses that the only purpose of knowledge of the past is to equip us 
for the future. 
Hutchins and Adler have a different view of the purpose of knowl¬ 
edge of the past. Hutchins would look to what he calls the permanent 
studies, largely related to knowledge of the past. He claims this 
approach draws out the common nature of man and that such studies not 
only connect the present to the past but man to man. Adler also 
stresses the importance of knowledge of the common intellectual tradi- 
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tion and Indicates its value is that it roots all in the same soil - 
the soil of common experience. 
Lifelong Learning. The emphasis on education leading to more 
education emerges from all four philosophies under review. This goal 
is intertwined with most of the others already discussed and is the 
ultimate goal of education. Dewey’s perspective on lifelong learning 
is linked to his view of education as growth. Education must both 
supply the conditions which promote growth and it must lead to growth. 
Dewey emphasizes that education is a continual process and the outcome 
is the desire for additional education. Closely related to lifelong 
learning is the development in the student of self-control, the ability 
to fashion one’s own educational experience. Formal education, in 
Dewey’s view, can and must cultivate this ability in the learner. 
Whitehead is not explicit on the goal of education being lifelong 
learning. However, his other goals are designed to achieve that end. 
Education gives the individual the intellectual skills to use knowl¬ 
edge. The same skills allow for the acquisition of additional knowl¬ 
edge. This is the power which Whitehead believes education can give to 
the individual. 
Hutchins sets forth an educational framework which prepares indivi¬ 
duals to think for themselves and with the tools for advanced learning. 
The students should, in Hutchins’ view, be prepared to continue the 
"pursuit of truth" following the university experience. Adler is very 
explicit in his belief that education is a lifelong process. For 
Adler, the goal of education is to inculcate the skills that allow for 
continued learning in later years whether formal or informal. Adler 
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believes It takes a lifetime to achieve wisdom but the earlier educa¬ 
tional experiences must provide the foundation for this ongoing quest 
for understanding. 
Surrunarx. The criteria distinguishing between education and 
training are summarized in Table 3.1 which follows. They are presented 
in these broad categories: Knowledge of General Principles/Theories, 
Cognitive Skills, Creativity, Civic Responsibility, Moral Development, 
Self-Development, Roots to the Past and Lifelong Learning. The inter¬ 
relationship of these criteria needs to be emphasized. For example, 
moral development cannot occur without cognitive development and life¬ 
long learning will only take place if all of the other criteria are 
present as part of the educational experience. Any single criterion, 
in isolation, would not be a distinguishing factor. 
An examination of the table reveals the commonality which occurs 
among the four philosophers examined. The philosophers all point to 
the development of similar skills and attributes. In the eyes of these 
philosophers, education is defined by a curriculum and methods which 
focus on the development of these skills and attributes. To say the 
educational philosophies of Dewey, Whitehead, Hutchins and Adler are 
the same, however, would be far from the truth. Dewey and Whitehead, 
the instrumentalists, clearly differ from Hutchins and Adler, the 
rationalists. The difference between instrumentalist and rationalist 
would not change the criteria for education just discussed. The 
acceptable content of education, however, would differ markedly. 
Dewey and Whitehead would find most subjects capable of being 
education while Adler and Hutchins would emphasize general rather than 
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specialized knowledge. They also would emphasize what Adler calls 
transcendental fields of knowledge, philosophy and history. For Adler 
and Hutchins, subject matter would be embedded in the liberal arts and 
would be similar for all learners. Dewey and Whitehead, on the other 
hand, would relate the subject matter of the curriculum to the interest 
and experience of the learner. 
Thus, it can be said that the criteria evolve from the philosophies 
of the four philosophers. However, using the criteria to distinguish 
education from training, if the course content is vocational or too 
specialized, places the approach within the philosophical principles of 
Dewey and Whitehead, and outside of what Hutchins or Adler would 
consider to be appropriate. 
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CHAPTER IV 
THE NATIONAL STUDIES - 
THE PURPOSES OF HIGHER EDUCATION 
The basic purpose of instruction is to change lifetime 
behavior and thus to change lives, not merely to produce 
abstract dispositions or tendencies toward change that may 
never materialize (Bowen, 1977, pp.41-42). 
Periodically, the course of higher education in America is ques¬ 
tioned and a national commission is appointed or a comprehensive study 
is conducted to articulate and, in some instances, to attempt to 
reorder the purposes of higher education. The results of these exami¬ 
nations of educational goals provide another mechanism for defining 
what is higher education. The purposes generated from these examina¬ 
tions are collectively determined and thus reflect the thinking of a 
number of this country’s leaders, both from within and outside of the 
academic community. 
Three national studies will be reviewed for the purpose of deter¬ 
mining if their conclusions shed light on criteria defining higher 
education and if they can help differentiate education from training. 
The first study is the Report of the President’s Commission on Higher 
Education, entitled Higher Education for American Democracy (1947). 
The report encompasses the conclusions of the Commission appointed by 
President Truman in June of 1946. The second study, entitled The 
Purposes and the Performance of Higher Education in the United States 
(1973), was issued by the Carnegie Commission on Higher Education. The 
third study, conducted by Howard Bowen and reported in Investment—in 
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(1977), surveys the overall consequences of higher education 
in the United States. 
The President’s Commission 
The President’s Commission on Higher Education was charged by 
President Truman to examine the country’s system of higher education in 
terms of its objectives, methods, and facilities; and in light of the 
social role it had to play. It was given the specific task of defining 
the responsibilities of colleges and universities as they relate to 
American democracy and international affairs. Six volumes were pro¬ 
duced addressing the following areas: higher education goals, equali¬ 
zing and expanding opportunity, organizational problems, staffing, 
financing higher education, and a compilation of resource data used by 
the Commission in preparing its report. This review includes only 
Volume 1, establishing the goals. 
Goals and Purposes 
Three major goals emerge from the work of the President’s Commis¬ 
sion. These are (1) education for a fuller realization of democracy in 
every phase of living; (2) education directly and explicitly for inter¬ 
national understanding and cooperation; and (3) education for the 
application of creative imagination and trained intelligence in the 
solution of social problems. 
The Commission, in expanding on these goals, concluded that educa¬ 
tion for democratic living should be a primary aim of all classroom 
teaching, not merely courses in political science and history. Encom¬ 
passed in this goal are increasing understanding among people, and 
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development of the individual including self-discipline, self-reliance, 
ethical principles of conduct, sensitivity to injustice and inequality, 
insight into human motives and aspirations, appreciation of a wide 
range of values, and the spirit of democratic compromise and cooper¬ 
ation. Social responsibility is another end of education for demo¬ 
cratic living. The Commission calls for teaching and learning to be 
invested with public purpose. 
Basic to the practice of democracy is an understanding of its 
meaning. To this end, the Commission calls not only for education 
related to the structure of government and the processes of political, 
economic and social life, but also for education which clarifies the 
ethical values on which the political system rests. The Commission 
(1947) further calls upon "our scholars and our teachers to restate and 
reverify the ideals of democracy" (p.13). The Commission (1947) recog¬ 
nizes the danger in Inculcating a loyalty to one way of life and there¬ 
fore indicates, "the task of college faculties is to inspire in our 
young people a consuming enthusiasm for the democratic way of life and 
at the same time develop in them an active appreciation of different 
cultures and other peoples" (p.14). 
The second goal for higher education set forth by the Commission is 
international understanding and cooperation. The need to develop a 
global perspective is captured in the Commission’s (1947) statement, 
"that citizens be equipped to deal intelligently with the problems that 
arise in our national life is important; that they bring Informed minds 
and a liberal spirit to the resolution of issues growing out of inter¬ 
national relations is imperative" (p.15). Under this goal, the Commis- 
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sion gives higher education responsibility for the diffusion of ideas 
which (1) help individuals to move from the provincial and insular mind 
toward the international mind and (2) prepare individuals for world 
citizenship by enabling them to see their culture in the context of 
other cultures. 
The third goal, the solution of social problems, calls for the 
application of intelligence, imagination, creativity, and scientific 
skills to the problems posed by human existence. This is referenced as 
social Invention and social technology. New patterns of association 
and experimentation in the area of human relations are advocated. 
1973 Recommendations by 
The Carnegie Commission on Higher Education 
The Carnegie Report, The Purposes and Performance of Higher Edu¬ 
cation in the United States (1973), was prepared by a 19-member Commis¬ 
sion representing distinguished leaders from higher education, business 
and government. In developing its report, the members of the Commis¬ 
sion drew on a number of commentaries on higher education prepared for 
the Commission by scholars including Eric Ashby, Joseph Ben David, 
Alain Touraine, Michio Nagai, Oscar and Mary F. Handlin, Joe L. Spaeth, 
Andrew Greeley, David Riesman, Verne A. Stadtman and Harold Hodgkinson. 
The Carnegie Commission Survey of Faculty and Student Opinion also 
provided information used in the report. 
Goals and Purposes 
The Carnegie Commission report sets forth five major purposes that 
the Commission believes should guide higher education during the last 
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quarter of the twentieth century. The five purposes delineated by the 
Commission encompass the education of the individual student as well as 
the role higher education has in advancing human capability in society 
at large, enlarging educational justice, transmitting and advancing 
learning and wisdom, and critically evaluating society for the sake of 
society’s self renewal. The first of the purposes set forth by the 
Carnegie Commission, the provision of opportunities for the intellec¬ 
tual, aesthetic, ethical and skill development of the individual 
student, most directly relates to the search for criteria distin¬ 
guishing education from training and will, therefore, be discussed in 
greater depth. 
The Carnegie Commission indicates that higher education can aid in 
individual development by providing opportunities to (1) acquire a 
general understanding of society and the place of the individual in 
society; (2) experience diverse intellectual environments; (3) develop 
a critical mind and a chance to test and challenge ideas; (A) train for 
employment; (5) develop creative Interests and enhance verbal and math¬ 
ematical talents; (6) study ethical issues and form values and goals; 
(7) grow emotionally; (8) learn interpersonal skills; (9) expand 
artistic, athletic and other out-of-course interests; (10) use skills 
and exercise responsibility through work and service activities; (11) 
test out interests and talents; and (12) gain advice from professional 
experts on both an informal and formal basis. 
A number of the areas in which higher education plays a role occur 
outside the classroom. Although contributing to the education of the 
whole person, they would not be important in examining a course. These 
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areas include numbers nine, ten, and twelve above. The remainder of 
the purposes could be achieved in the classroom setting although most 
also would be enhanced through a total environment for developmental 
growth. It is interesting to note that although the Carnegie Report 
(1973) delineates all of the purposes above, the report indicates "the 
primary direct responsibility of the college is to assist with intel¬ 
lectual and skill development, and to a lesser extent with aesthetic 
and ethical development also, through teaching and college-related 
activities" (p.16). The report also collapses the long list of pur¬ 
poses into four outcomes which a student should be able to achieve 
through higher education. These four are (1) essential academic 
skills; (2) competency to choose and enter a career; (3) basic capacity 
to perform citizenship responsibilities; and (4) creative interests and 
capacities. 
Investment in Learning 
Howard Bowen (1977) conducted a major study on the goals of higher 
education. According to Bowen, goals are the Intended outcomes which 
are thought to be achievable. Bowen draws a taxonomy of widely 
accepted goals by surveying the literature including the writing of 
educational philosophers, critics of higher education, reports of 
public commissions and faculty committees and statements of well-known 
educators culled from speeches, articles and institutional reports. 
His report of this analysis, Investment in Learning, has a bibliography 
of the specific works he reviewed. Bowen’s goals relate both to the 
individual student and to society. Again the discussion which follows 
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will focus on the gosls for individual students since these are more 
directly related to the criteria being developed. 
The ultimate goals of higher education, according to Bowen, are 
behavior patterns. This means that every goal implies that in the 
future the student will exhibit that behavior. Although higher educa¬ 
tion seeks immediate outcomes, higher education is only successful if 
changes occur in lifetime behaviors. 
Goals and Purposes 
Bowen’s higher education goals are separated into three major cate¬ 
gories: cognitive learning; emotional and moral development, which are 
affective goals; and practical competence. Cognitive learning includes 
verbal skills and quantitative skills. Substantive knowledge falls 
under cognitive learning and includes acquaintance with the cultural 
heritage of the West and other traditions, and awareness of philosophy, 
natural science, art, literature, social change and social issues as 
well as a command of the vocabulary and principles of at least one 
field of knowledge. 
Rationality, another goal of cognitive learning includes the 
ability to think logically, to distinguish the normative, ideological 
and emotive from the positive and factual, to weigh evidence, evaluate 
facts and think independently, and to analyze and synthesize. Intel¬ 
lectual tolerance encompasses the following cognitive learning: open¬ 
ness to new ideas, intellectual curiosity, the ability to deal with 
complexity and ambiguity, historical perspective and an understanding 
of the limitations of knowledge and thought. Other cognitive learning 
goals are esthetic sensibility including knowledge and responsiveness 
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to literature, the fine arts and natural beauty; creativeness; intel¬ 
lectual integrity, encompassing an understanding of the idea of truth 
and conscientiousness of inquiry and accuracy in reporting results; 
wisdom, which includes a balanced perspective; judgment and prudence; 
and finally, lifelong learning. 
Emotional and moral development includes six goals. First is 
personal self-discovery which is knowledge of one’s own talents, 
interests, values, aspirations, and weaknesses as well as discovery of 
a unique personal identity. Second, psychological well-being includes 
sensitivity, emotional stability, the ability to express emotions 
constructively, self-assertiveness, self-confidence, self-reliance, 
decisiveness and spontaneity. Third, human understanding encompasses 
the capacity for empathy, thoughtfulness, compassion, respect, toler¬ 
ance and cooperation. Interpersonal skills or the ability to communi¬ 
cate with others falls under this goal. 
Fourth, values and morals Include a valid and internalized, but not 
dogmatic, set of values and moral principles as well as a sense of 
social consciousness and social responsibility. The fifth goal is 
religious interest, defined as serious and thoughtful exploration of 
purpose, value and meaning. The final goal under emotional and moral 
development, is refinement of taste, conduct and manner. 
The third area of educational outcomes -- practical competence 
includes seven goals. The first encompasses traits that are of value 
in practical affairs. In addition to the cognitive, moral and emo¬ 
tional skills already delineated, other traits related to competence in 
practical affairs are a need for achievement including initiative, 
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energy, drive, persistence and self-discipline; future orientation 
enabling the individual to plan ahead; adaptability which is a wil¬ 
lingness to accept change, tolerate new ideas, show resourcefulness and 
a capacity to learn from experience as well as a willingness to nego¬ 
tiate, compromise and keep options open; and leadership skills 
including the capacity to win the confidence of others, a willingness 
to assume responsibility, organizational ability and decisiveness. 
Citizenship, the second goal under practical competence includes a 
large number of skills which enable the individual to involve oneself 
in the life of the community. Citizenship includes an understanding of 
and commitment to democracy, a knowledge of government, an awareness of 
social issues, the ability to evaluate propaganda and political argu¬ 
ment, an orientation toward international understanding, the ability to 
deal with bureaucracies and a disposition toward the observance of 
laws. Goal three, economic productivity, is related to the knowledge 
and skills needed for a first job as well as career growth. Economic 
productivity also encompasses adaptability, a capacity to bring human¬ 
istic values to the workplace and to derive meaning from work. 
Goal four, a sound family life, includes the personal qualities 
leading to a stable family as well as the knowledge and skills related 
to child development and consumer efficiency. Goal five encompasses 
sound choices and values related to one’s life style, the ability to 
make intelligent consumer decisions and to cope with taxes, credit, 
insurance, investments, and legal issues as well as the ability to 
recognize deceptive sales practices. A sixth goal under practical 
competence is fruitful leisure which is wisdom in the allocation of 
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time among work, leisure and other pursuits. The final goal in this 
category is health which includes an understanding of the basic prin¬ 
ciples for cultivating physical and mental health as well as knowledge 
of how and when to use the professional health system. 
Bowen’s work goes a step beyond the cataloguing of goals. Bowen 
also examines a number of studies which assess how effective higher 
education is in achieving its stated goals. The work of Withey (1971) 
was of particular importance to Bowen’s conclusions regarding where 
higher education has been most effective. An examination of Bowen’s 
analysis helps to determine which goals have been achievable; and 
therefore, places some parameters around what should realistically be 
expected to be present in an educational experience. 
Bowen concludes that higher education has come closest to goal 
achievement in the area of cognitive learning. He writes, 
On the average, college education significantly raises the 
level of knowledge, intellectual disposition and cognitive 
powers of its students. It produces a large Increase in 
substantive knowledge, intellectual tolerance, esthetic 
sensibility and lifelong cognitive development and small 
increases in mathematical skills, rationality and creativity 
(Bowen, 1977, pp.432-433). 
In addition, Bowen claims that evidence supports that a college 
education helps students in finding a personal identity. It moderately 
increases psychological well-being as well as an understanding of those 
who differ. Higher education results in a decrease in religious obser¬ 
vance and increases tolerance and flexibility in areas of personal 
morality. Finally, higher education greatly enhances many personal 
competencies with large gains in soundness of family life, moderate 
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gains in citizenship, economic productivity, and health, and small 
gains in consumer behavior and use of leisure. 
Conclusion: Shared Goals - Educational Criteria 
Bowen’s analysis of the purposes of higher education included an 
examination of the Truman Commission’s conclusions and the Carnegie 
Commission’s report on the purposes and performances of higher edu¬ 
cation. Therefore, the purposes identified in those two reports appear 
in Bowen’s catalogue of goals. However, a specific examination of 
areas of goal convergence in the reports of the President’s and the 
Carnegie Commissions will help determine areas of emphasis regarding 
goals for higher education and may point to key criteria distinguishing 
education from training. 
The context in which the President’s and Carnegie Commission 
reports were written needs to be considered when reviewing the goals 
delineated in those studies. The influence of world events was pro¬ 
nounced. The Report of the President’s Commission on Higher Education 
identified three purposes or goals for higher education. The Commis¬ 
sion’s purposes were influenced by the historical events surrounding 
the Second World War, out of which the goals of international under¬ 
standing and the fuller realization of democracy emerge. The Carnegie 
Commission’s findings are not as closely tied to a major historical 
event but the importance of career competency identified in the Commis¬ 
sion’s report may have been influenced by the activities of the Vietnam 
period as well as a slow down in the economy. The country was turning 
toward a more conservative point of view and, this coupled with 
117 
economic factors, translated into more concern for skills which could 
help one earn a living. 
Citizenship 
In spite of the definite influence of the times, a number of areas 
of goal congruence emerge. The importance of higher education in 
shaping one’s ability, as well as interest, to carry out citizenship 
responsibilities, is a key goal which appears in both reports. Bowen 
states this as a major goal in the area of practical competence. Bowen 
also cites studies showing that higher education has a moderate influ¬ 
ence on citizenship behavior. 
Trained Intelligence and Creative Capacities 
Two other goals which surface are "trained intelligence" and 
creative capacities. The President’s Commission report links these 
competencies to the solution of social problems. Thus, the ability to 
apply these skills is of major importance. The Carnegie Commission 
emphasizes academic skills and a critical mind outside the context of a 
particular application. The Carnegie Commission also highlights 
creative interests and capacities as an important outcome. It is in 
the area of cognitive or intellectual skills that Bowen concludes 
higher education has a significant Influence. Although creativity may 
be perceived as an important outcome, higher education has not produced 
significant increases in creative behaviors. 
Moral and Ethical Development 
Although not touched on directly by the President's Commission, 
moral and ethical development undergird the three goals identified in 
the Commission's report. The Carnegie Report (1973, identified ethical 
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development as an important goal for higher education. Although the 
Carnegie Commission stresses that the "college cannot assume the full 
developmental responsibility for its students," it should, through 
teaching and college-related activities, assist with ethical develop¬ 
ment (p.17). Emotional and moral development is a major goal identi¬ 
fied in Bowen’s catalogue. Bowen also indicates that although higher 
education has had varying effects on value formation, "the influences 
of higher education that make students intellectually more flexible and 
tolerant, as well as less authoritarian and dogmatic, also operate to 
make students more flexible, permissive and relativistic in their 
personal and social value judgments" (Bowen, 1977, p.125). 
Other Purposes 
The educational criteria which emerge from this analysis of the 
President’s Commission, Carnegie Report, and Bowen’s work are: cogni¬ 
tive skills, creativity, citizenship, and moral development. In addi¬ 
tion, other goals identified by Bowen can be seen to be congruent with 
those criteria which emerged from the discussion of the philosophies of 
Dewey, Whitehead, Hutchins, and Adler. These are: (1) General Princi¬ 
ples/Theory labeled Substantive Knowledge by Bowen under which he 
emphasizes a command of the vocabulary, facts and principles in a field 
of knowledge; (2) lifelong learning under which Bowen stresses a 
passion for learning as well as the skills for continual learning; and 
(3) self-development labeled personal self-discovery and psychological 
well-being by Bowen. In contrast, many of the practical competencies 
which are included in Bowen’s catalogue of goals, outside of the area 
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of citizenship, are seen by Dewey, Whitehead, Hutchins and Adler more 
as by-products of education than major goals or outcomes of education. 
CHAPTER V 
CRITERIA DISTINGUISHING EDUCATION 
Education for us is a process which changes the learners 
(Bloom, Hastings, Madaus, p.8). 
Definitions distinguishing education from training set forth by 
Branscomb and Gilmore (1975), Luxenberg (1978-79), the Ohio Board of 
Regents (1982) and Houston (1984) were summarized in Table 1.1. These 
definitions emphasized that training is narrow, relevant to a partic- 
use, related to the acquisition of well-defined skills and easily 
measured. Education, on the other hand, provides a less constrained 
range of use, focuses on intellectual skills, including problem solving 
abilities, affects character as well as behavior, and is lacking in 
measurability as to the degree or quality of acquisition of insight. 
As indicated, these definitions capture the essence of the differences 
between education and training but do not provide the level of speci¬ 
ficity which would be needed to make clear distinctions. 
An analysis of the writings of Dewey, Whitehead, Hutchins and Adler 
as well as the conclusions of the President’s Commission (1947), the 
1973 Carnegie Commission Report on the purposes of higher education and 
Bowen’s work (1977), reveals little disagreement with these broad 
definitions of education. However, a synthesis of the views of the 
philosophers, coupled with the three studies, moves in the direction of 
more carefully defined criteria. This is possible since, as seen in 
Chapters III and IV, a congruence of goals emerges from the works of 
Dewey, Whitehead, Hutchins and Adler and the three examined studies. 
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The discussion which follows delineates the criteria derived from 
the philosophers and major studies. Although more specific than the 
definitions of education found in the literature, they still need 
clarity. To ensure a clear understanding of each criterion, the works 
of researchers in the field of learning theory are utilized. The work 
of Benjamin Bloom (1956) particularly is drawn upon in defining the 
criteria. Bloom’s taxonomy of educational objectives has been applied 
in the classroom setting and has been used as the organizing principle 
for a number of observation Instruments. Bloom’s language helps to 
define the criteria in a way that can be translated into classroom 
objectives as well as into behavior which can be observed in the 
classroom. 
The Criteria 
Five criteria were selected as distinguishing factors for educa¬ 
tion. These five are a result of an analysis of the criteria derived 
from the philosophers and the national reports. The discussion below 
describes how the criteria were selected including how decisions were 
made for subsuming some of the criteria derived from the philosophers 
into broader categories and for eliminating from the final criteria 
some areas emanating from the philosophers or the reports. The five 
criteria selected are: knowledge; communication skills; intellectual 
skills; moral development and civic responsibility. 
Knowledge 
The first criterion which emerges from the four philosophers in 
Knowledge is the underpinning of the edu- particular is Knowledge. 
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cational experience. Knowledge also is identified in Bowen’s catalogue 
and is indirectly referenced in the work of the two commissions. 
The philosophers all stress similar characteristics to define 
knowledge. The basic concept is that education, as well as focusing on 
the vocabulary, basic facts and methodology related to the subject 
matter, draws out the general principles, theory and propositions 
associated with the field of study. Bloom (1956) calls the ability to 
recognize the concepts, theories, and principles of a discipline, 
knowledge of the universals or abstractions of a field. Bloom indi¬ 
cates that knowledge of the large structure, theories and generaliza¬ 
tions is used in solving problems in a field and is the highest level 
of knowledge. The philosophers under discussion would agree and make 
this type of knowledge a distinguishing factor of education. It is 
functioning at this level of universals and abstractions that places 
knowledge in the realm of higher education. 
The philosophers commented further regarding the content of what 
was to be taught. They emphasized the need to root the present in the 
past. This historical perspective develops continuity and connections. 
However, much of what was said as to the importance of a common intel¬ 
lectual tradition, anchored to the past, related to the general need 
for exposure to this common Intellectual tradition as part of the 
content of the total educational program. Although this component was 
at first not considered a necessary factor by this investigator for 
defining education within the context of a single course, it was 
determined from the classroom observations discussed in Chapter VI to 
be a distinguishing factor for education and is included under the 
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knowledge criterion. This connection with the past and the how and why 
something "is" or has developed, provides an important perspective 
which is integral to education. 
The philosophers also emphasized that the ability to apply knowl¬ 
edge, to turn theory into practice, is essential. Although Dewey and 
Whitehead would call for real life applications and Adler and Hutchins 
would call for application in the academic setting, the ability to use 
knowledge is essential for all four. Active learning and the applica¬ 
tion of knowledge will be discussed later when cognitive skills are 
defined. 
Although drawn from the philosophers and national reports, crite¬ 
rion one is defined largely using Bloom’s (1956) taxonomy and is as 
follows: 
Criterion 1: Knowledge 
• Vocabulary - language and definition of terms of a field of 
study 
• Facts - dates, events, persons, places associated with a 
field of study 
• Methodology - ways of organizing, studying, judging, and 
criticizing for a field of study 
• Principles and theories - major schemes and patterns on which 
a field is organized 
• Development - history, background from which principles and 
theories emanate 
Cognitive Skills: Communication and Intellectual Skills 
Criteria two and three are related to cognitive skills. Cognitive 
skills emerge as a primary determinant of whether an educational expe¬ 
rience Is education or training. The abilities and skills to organize 
modes of thought and deal with materials and problems are central to 
the educational philosophies of Dewey, Whitehead, Hutchins, and Adler, 
as well as to the three studies examined. Cognitive skills include the 
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whole array of competencies that relate to problem solving, communi¬ 
cation skills and creativity. Communication skills will be isolated as 
a separate criterion for education. Other cognitive skills will be 
grouped under the heading of intellectual skills. Creativity will be 
encompassed within other intellectual skills. 
Communication skills include both written and spoken language. It 
is the ability to express what one knows and communicate this knowledge 
to others. Effectiveness in organization is essential. Because of 
this need to organize, communication skills are tied closely to other 
intellectual skills. The ability to express oneself logically is 
integrally linked to the ability to think logically. Education 
develops these skills. 
Criterion two, which follows draws on the College Board’s Project 
Equality (1985) and the Connecticut State Board of Education’s Common 
Core of Learning (1987) for its definition: 
Criterion 2: Communication Skills 
Writing 
• use of standard English 
• collection and summarization of information 
• organization and relating of one’s ideas 
• analysis and revision of what has been written 
Speaking 
• use of conventions of standard English 
• presentation of ideas clearly and persuasively 
• participation in discussion, interpreting, analyzing and 
summarizing 
Criterion three, Intellectual Skills, includes the range of skills 
which relate to problem solving and the use of knowledge. The philoso¬ 
phers used terms such as "reflective thinking," "handling of knowl¬ 
edge," "mental habits," "think and form judgments," "habits of knowing 
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and thinking" in their discussion of this important array of skills. 
Trained intelligence is emphasized by the President’s Commission. 
Academic skills and a critical mind are outcomes of education enun¬ 
ciated by the Carnegie Commission and Bowen uses the term "rationality" 
to encompass a broad range of intellectual skills. Active involvement 
in learning can not be separated from the acquisition of intellectual 
skills. It is this engagement in the learning process that distin¬ 
guishes education from the more mechanical acquisition of skills in 
training. 
The work of Bloom is particularly helpful for defining a set of 
intellectual skills for criterion three. Bloom’s (1956) cognitive 
taxonomy includes a hierarchy of intellectual skills. The broad 
categories in this hierarchy are comprehension, application, analysis, 
synthesis and evaluation. 
Comprehension, which means the individual knows what is being 
communicated, includes the skills of translation, interpretation, and 
extrapolation. Application allows for the use of abstractions in 
concrete situations. Analysis is the breakdown of communication into 
constituent elements so that the hierarchy of ideas and relationships 
are understood. Analysis also allows for an understanding of the 
organization, arrangement and structure of the whole. Synthesis means 
the putting together of elements and parts so as to form a whole. 
Synthesis results in a unique communication, a plan or set of opera¬ 
tions, or the derivation of a set of abstract relations. Evaluation 
allows for quantitative and qualitative judgments using a standard of 
appraisal such as either internal or external evidence. 
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The hlerarchal nature of the intellectual skills is important to 
stress. Although higher education is concerned with developing all 
skills, refinement of the higher order skills is an important function 
of higher education. Although there is some disagreement as to the 
overall hierarchal nature of the skills, analysis, synthesis and 
evaluation are at a higher level than comprehension and application and 
utilize already acquired knowledge (Grant, Barnes and Smith, 1983). 
Although not the same as Bloom’s, other hierarchal taxonomies exist 
which also corroborate the hierarchal nature of cognitive skills. 
Gagne’s is another frequently cited. Gagne’s (1977) hierarchy, like 
Bloom’s, goes from the concrete to the abstract. These hierarchies are 
consonant with the philosophers stressing that education should focus 
on the higher level skills. 
Creativity is included under the criterion of intellectual skills. 
The following definition captures the essence of creativity and shows 
how it draws upon intellectual skills. Creativity can be defined as 
"the process of bringing a problem before one’s mind clearly . . . then 
originating or inventing an idea, concept, realization or picture along 
new or unconventional lines ... to achieve something new or differ¬ 
ent, a person must discover a different combination or application 
previously unknown to him" (Vervalin, 1971). It follows from this 
definition that the ability to analyze is an important element of 
creativity. In addition, synthesis, the process of reorganizing ideas 
and producing a unique communication, process or product is central to 
creativity. By subsuming creativity within intellectual skills, the 
intention is not to diminish the Importance of creativity and inven- 
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tiveness, but instead recognizes the roots of creativity in the other 
intellectual skills, particularly synthesis. 
The definitions for the component parts of intellectual skills draw 
on Bloom’s taxonomy (Bloom, 1956). 
Criterion 3: Intellectual Skills 
• Comprehension (translation and interpretation) - knowledge of 
what is being communicated and use of material or idea being 
communicated 
• Application - use of abstractions in concrete situations 
• Analysis - breakdown of a communication into its constituent 
elements 
• Synthesis - putting together the elements to form a whole and 
arranging or combining them in a pattern that may not have 
been there before 
• Evaluation - judgments about the value of material and 
methods for given purposes 
Moral Development 
Moral Development is the fourth criterion. Moral development is 
integral to the educational philosophies of Dewey, Hutchins and Adler. 
The importance of values and value choices undergird the President’s 
Commission and Carnegie Reports and emotional and moral development is 
one of the three overarching goals articulated by Bowen. According to 
these sources, moral development relates to the growing presence of 
moral virtues, the development of a social conscience and the ability 
to make choices related to moral dilemmas. Moral development is 
closely related to intellectual skills in that it involves the ability 
to make choices. The last of Bloom’s intellectual skills is evalu¬ 
ation. Evaluation is the ability to make judgments. Moral judgments, 
as well as judgments regarding material and methods, require the 
ability to evaluate. 
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Bloom (1956), also recognizes differences in the affective and 
cognitive domains. He establishes a separate taxonomy of educational 
objectives for the affective domain. The third, fourth and fifth 
levels of this taxonomy directly confront the development of values and 
a value system and help to define the fourth criterion. 
Valuing implies that a thing, phenomenon or behavior has worth. 
According to Krathwohl, Bloom and Masia (1964), an important element of 
behavior characterized by valuing is that it is motivated, not by the 
desire to comply or obey, but by the individual’s commitment to the 
underlying value guiding the behavior. They further indicate that the 
development of a value system occurs in stages. First, the learner 
develops a consistency in response to a class of objects and begins to 
develop a commitment to certain values. This stage is labeled valuing. 
Next, the learner begins to form a value system. This occurs when a 
learner encounters situations when more than one value might apply and 
value conflicts are evident. This second stage is labeled organi¬ 
zation, and includes two levels of behavior: (1) conceptualization of 
a value or the discovery of how one’s values interrelate, and (2) 
organization of a value system or bringing together a complex of values 
into relationship with one another. The final stage is characteri¬ 
zation by a value or value complex. At this stage, the individual’s 
values are organized into an internally consistent system and the 
individual acts consistently in accordance with internalized values. 
The value system is broad and encompasses one’s view of the universe 
and one’s philosophy of life. The following definition of moral 
development draws upon the taxonomy delineated above: 
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Criterion A: Moral Development 
• Commitment to ethical values 
• Organization of ethical value system 
• Characterization by ethical value system 
Civic Responsibility 
The fifth criterion which defines education is Civic Responsi¬ 
bility. Civic responsibility can not be easily separated from the 
whole question of moral development. One’s value system, in addition 
to knowledge regarding how our social, political and economic system 
operates, provides the framework for carrying out one’s civic responsi¬ 
bility. Therefore, confronting moral and ethical issues is often 
confronting the moral and intellectual problems that democracies face. 
Civic responsibility, however, is singled out from moral development by 
Dewey, Hutchins and Adler and is a primary purpose emerging from the 
work of both the President’s and Carnegie Commissions. It also is 
treated this way in Bowen’s catalogue where citizenship is a distinct 
outcome under practical competence. Therefore, it is addressed here as 
a separate criterion. 
Civic responsibility includes knowledge of governmental institu- 
tions, awareness of social issues, and the ability to evaluate and make 
judgments regarding civic, political and economic issues affecting not 
only one's personal life, but also the life of the broader community. 
This includes not only one’s national community, but also a relation¬ 
ship to the international community. Civic responsibility implies 
active participation In civic affairs. Since this is a long-term 
outcome. It cannot be determined In the context of an individual 
course. However, this disposition can be developed. Further, although 
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the development of civic responsibility may not be appropriate in the 
context of some educational experiences, confrontation of issues which 
are related to the subject matter and impinge on the life of the com¬ 
munity is critical. Therefore, civic responsibility becomes criterion 
five. The definition which follows draws on the College Board’s 
Project Equality (1983) and the Connecticut State Department of Edu¬ 
cation’s Common Core of Learning (1987): 
Criterion 5: Civic Responsibility 
• Knowledge of governmental institutions 
and procedures 
• Confrontation of social, political and 
economic issues 
• Characterization by action in terms of 
social responsibility 
Conclusions 
All of the criteria lead to what Dewey termed growth, the ultimate 
goal of education. This is not easily observed in a classroom setting. 
Growth, however, is an essential distinction between education which is 
concerned with the long-term development of the individual and society, 
and training which focuses on immediate application. Growth and 
self-development are critical factors in the educational philosophies 
of Dewey, Whitehead, Hutchins and Adler. Without the capacities to 
analyze, synthesize and evaluate, one’s ability to continue learning 
would be limited. However, it is broader than a set of skills. Life¬ 
long learning includes the motivation to continue learning and the 
pursuit of intellectual interests. It can be nurtured in the classroom 
setting and should be viewed as the overarching goal of education. 
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Education promotes and prepares the individual for lifelong learning 
and continued growth. However, since it is the composite of all of the 
criteria delineated, it is not included as a separate observable 
criterion. 
The five criteria to distinguish between education and training 
are: Knowledge, Communication Skills, Intellectual Skills, Moral 
Development, and Civic Responsibility. These are summarized on Table 
5.1 which follows. They emerge from the analysis of the philosophers 
and the national studies as critical outcomes of the higher education 
experience. They also are broad enough that they should be useful in 
assessing whether a course is education or training no matter what the 
subject matter. A hierarchy exists for each criterion. Education, 
particularly higher education, is characterized by the development of 
those skills which are at the top of each of the hierarchies. 
The Criteria - How They Differ From Existing Systems to Distinguish 
Education From Training 
The criteria were developed to provide a guide to distinguish 
between education and training in making judgments regarding learning 
experiences offered in any environment including the corporate or 
college classroom. The need for the criteria emanated from the growth 
of employer-sponsored instruction and both the increased interest in 
college credit for some of this instruction and the lack of existing 
criteria suitable for making judgments to distinguish education from 
training when credit questions are being considered. 
An analysis of the writings of Dewey, Whitehead, Hutchins and Adler 
in Chapter III and the national reports discussed in Chapter IV pointed 
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to criteria for distinguishing education. The five criteria discussed 
in this chapter were drawn from these writings as essential for distin¬ 
guishing education from training. However, definitions for each of the 
criteria could not be developed solely on the language of the philoso¬ 
phers and the national reports. Although it is possible to translate 
the purpose and goals of the philosophers into observable classroom 
behaviors, more specificity was needed to provide language which could 
be used in reviewing a specific course; and therefore, the work of 
Benjamin Bloom and his colleagues (1956, 1964), the College Board’s 
Project Equality (1983, 1985) and the Connecticut State Board of 
Education’s Common Core of Learning (1987) were used in defining each 
of the criteria. 
The five criteria provide a framework for distinguishing education 
from training not evident in the definitions summarized in Table 1.1. 
For example, the definitions point to less constrained use and lack of 
measurability as important components of education. The development of 
Intellectual or analytical skills also relates to each of the defini¬ 
tions presented. There is a vagueness, however, in these definitions. 
What is a less constrained use and what are intellectual skills? These 
questions remain unanswered in the definitions. 
The writings reviewed and the criteria expand on those definitions. 
For example, growth or lifelong learning are vague terms used by the 
philosophers which parallel the terminology in the definitions of less 
constrained use. However, the criteria spell out the skills and attri¬ 
butes which must be developed in an educational experience. These 
skills and attributes -- communication skills, intellectual skills, 
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moral development and civic responsibility -- can be applied in areas 
other than the specific or similar situation in which they are learned. 
In addition, the skills are delineated for each of the criteria (e.g., 
analysis, synthesis and evaluation for intellectual skills) which are 
central to education as opposed to training. 
The criteria also provide more specificity for distinguishing edu¬ 
cation than do the ACE guidelines for review of noncollegiate instruc¬ 
tion. There are definite similarities between the key elements sug¬ 
gested in the ACE guidelines for reviewing a course and the criteria. 
ACE guidelines include the development of concepts, basic principles 
and theories, analytical abilities and critical analysis as key ele¬ 
ments of education. The criteria, unlike the ACE guidelines, define 
these elements and also add two major areas, moral development and 
civic responsibility. These are two areas, critical to education, 
which emerge from the philosophers and the three national reports. 
Moral development and civic responsibility may not always be evident in 
a single course but clearly are important factors distinguishing 
education from training. 
Since the Taxonomy of Educational Objectives in the Cognitive and 
Affective Domains (Bloom, 1956; Krathwohl, Bloom and Masia, 1964) were 
drawn upon heavily, the differences in the criteria and these taxo¬ 
nomies needs discussion. The taxonomies were derived for educators to 
"facilitate the exchange of information about their curricular develop¬ 
ments and evaluation devices" (Bloom, 1956, p.l). Although not 
developed as a system for distinguishing education from training, the 
taxonomies actually do this in the areas of knowledge and intellectual 
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skills. Of major importance is the hierarchal concept of skills the 
taxonomies present. The higher level skills in the taxonomies are 
those which emanate from the philosophers and national reports as 
important elements of education. 
The taxonomies were important in defining the criteria but provide 
only part of the picture. Communication skills and civic responsi¬ 
bility are touched upon only tangentially in the taxonomies. Further, 
although moral development relates to the concept of value development 
delineated in the Taxonomy for the Affective Domain, the ethical 
component clearly articulated by the philosophers is not integral to 
the definition of a value in the taxonomy. The criteria rely heavily 
on the taxonomies for definition but extend beyond the educational 
objectives delineated in both the taxonomies for the cognitive and 
affective domains. 
The criteria are a synthesis of various perspectives on education 
and educational curricula. Through this study, the criteria are drawn 
in a way that they can guide judgments regarding distinctions between 
education and training. Although the criteria provide more specificity 
than some existing approaches for distinguishing education discussed 
above, they do not provide measurability which was a desired outcome of 
the study. The philosophers speak in generalities and provide little 
guidance on questions of quantifying the criteria. The lack of measur¬ 
ability and the problems posed by this deficiency were apparent when 
the criteria were used during classroom observations. The criteria, 
however, provide a basis for the development of a framework to assess 
whether a course is education or training. This framework is discussed 
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in Chapter VI, as well as the problems which arise when using criteria 
within this framework to assess a course. 
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Table 5.1 
Criteria for Education 
Criterion 1: Knowledge 
• Vocabulary - language and definition of terms of a field of study 
• Facts - dates, events, persons, places associated with a field of 
study 
• Methodology - ways of organizing, studying, judging, and 
criticizing for a field of study 
• Principles and theories - major schemes and patterns on which a 
field is organized 
• Development - history, background from which principles and 
theories emanate 
Criterion 2: Communication Skills 
Writing 
• use of standard English 
• collection and summarization of Information 
• organization and relating of one’s ideas 
• analysis and revision of what has been written 
Speaking 
• use of conventions of standard English 
• presentation of ideas clearly and persuasively 
• participation in discussion, interpreting, analyzing and 
summarizing 
Criterion 3: Intellectual Skills 
• Comprehension (translation and interpretation) - knowledge of what 
is being communicated and use of material or idea being 
communicated 
• Application - use of abstractions in concrete situations 
• Analysis - breakdown of a communication into its constituent 
elements 
• Synthesis - putting together the elements to form a whole and 
arranging or combining them in a pattern that may not have been 
before 
• Evaluation - judgments about the value of material and methods for 
given purposes 
(Continued Next Page) 
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Table 5'. 1 (Continued) 
Criterion 4: Moral Development 
• Commitment to ethical values 
• Organization of ethical value system 
• Characterization by ethical value system 
Criterion 5: Civic Responsibility 
• Knowledge of governmental institutions and procedures 
• Confrontation of social, political and economic issues 
• Characterization by action in terms of social responsibility 
CHAPTER VI 
THE ASSESSMENT: 
USING THE CRITERIA TO DISTINGUISH 
BETWEEN EDUCATION AND TRAINING 
Excellence in higher education, as in anything else, is a 
concept difficult to define yet difficult to disagree with. 
Lack of consensus about the concept is heavily bound up with 
its lack of clarity; every attempt to define its attributes is 
likely to increase the disagreement (Ewell, 1984, p.ll). 
The criteria to distinguish between education and training have 
been drawn from the thinking of Dewey, Whitehead, Hutchins and Adler 
and from the results of the three reports examining the purposes of 
American higher education. The five criteria -- knowledge, communi¬ 
cation skills, intellectual skills, moral development and civic 
responsibility -- as defined in Chapter V provide the standards for 
making distinctions between education and training. If the course is 
education, then that course should include instruction designed to 
promote student growth as identified by the criteria. In addition, if 
a course is education, the course should include instruction directed 
at the upper levels under each criterion. In this chapter, the frame¬ 
work developed for using the criteria to assess a particular learning 
experience and the findings following the use of this framework for 
reviewing eight courses are presented. 
Conducting the Assessment 
In order to be able to use the criteria as measures for actual 
courses, they were operationalized. The goal was to create a framework 
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to enable an observer to know what to look for in assessing a partic¬ 
ular learning experience using the criteria as standards, including a 
mechanism for recording observations. It was determined that course 
information from both the perspective of what learning was intended to 
take place (objectives, texts, other course materials, etc.) and what 
actually took place in the classroom should be collected as part of an 
assessment. Two checklist instruments were developed: one for class¬ 
room observations and one for the review of other course-related mate¬ 
rials and for use during discussions with course instructors. These 
instruments draw on the Florida Taxonomy of Cognitive Behavior (FTCB) 
(Brown, Ober, Soar and Webb, 1970). The initial checklist instruments 
developed and used appear in Appendices A and B and a discussion of 
their development appears in Chapter II. 
The two checklist instruments were used in classroom observations 
and when reviewing course-related materials in the following learning 
experiences: two courses offered to state employees through the State 
Personnel Development Center including an accounting course (scheduled 
for 14 two-hour sessions) and a two-day course entitled Conducting 
Effective Meetings (12 hours); two courses offered to employees of a 
local insurance company through its corporate education program, 
including a two-day course on Leadership Effectiveness (12 hours) and a 
one-day course entitled Effective Meetings Workshop (6 hours); four 
courses offered by colleges Including English Composition and Prin¬ 
ciples of Marketing given by a community college and a semester in 
length; and Principles of Curriculum Development and Business Policy 
given by a state university during the summer session. 
1 AO 
Prior to visiting a class, a discussion was held with the instruc¬ 
tor concerning the objectives of the course and course materials were 
gathered for review including the course syllabus, the text, other 
course materials and tests. Notations were made on the checklist 
instrument (Appendix B) following the review of these materials and 
instructor comments. The notations were made next to the area best 
describing the nature of the outcomes to be achieved from use of the 
materials or through the instructor’s objectives. During the classroom 
observations, notations were made on the checklist instrument (Appendix 
A) next to the area which described the nature of the statement, 
question, response or student exercise. Summaries of the review of 
each course and an overview of the classroom observations appear in 
Appendix E. These summaries discuss the major components of the course 
and provide information from the checklists as to the emphasis in 
relation to the criteria. In addition, Tables 6.1, 6.2, 6.3, and 6.A 
provide a summary of the focus of each course in relation to the 
criteria. Table 6.1 is a course analysis in terms of the criteria for 
the training courses; Table 6.2 is a course analysis in terms of the 
criteria for the college courses; Table 6.3 is an analysis of the 
classroom observations in terms of the criteria for the training 
courses and Table 6.A is an analysis of the classroom observations in 
terms of the criteria for the college courses. Figures 6.1 and 6.2 
provide a comparison of the courses on the criteria for knowledge and 
intellectual skills. 
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Findings In Relation to the Cr<r^r<n 
A review of the information gathered for each of the courses lead 
co the following conclusions: 
Although the number of courses used provides a very small 
sample from which to make judgments, some differences as 
assessed by the criteria do emerge separating courses labeled 
training from those offered in a collegiate setting which are 
presumed to be education. These are: a) more of an emphasis 
in collegiate courses on universals, abstractions and the 
theoretical; b) a greater emphasis on application in training 
courses; c) in collegiate courses, greater attention to written 
communications as evidenced by the requirements for written 
assignments. In addition, there was a difference in the 
importance of evaluating what the student had gained from the 
learning experience. Although the training courses included 
culminating experiences, they didn’t emphasize individual 
evaluation. The collegiate courses did emphasize a final 
evaluation of the individual student and included either a 
written exam or a paper. This difference is not related to the 
criteria, but was apparent because of the components examined 
for each course. 
2. The analyses of the classroom observations and other as¬ 
pects of the courses show that the difference between training 
and education is not the presence or absence of behaviors or 
objectives related to a particular criterion, but rather the 
level of the actual behavior observed or desired behavior 
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indicated in the objectives. Figures 6.1 and 6.2 illustrate 
this point. Knowledge and intellectual skills were evident in 
all of the courses, but generally, the college courses included 
the behavior at higher levels. The hierarchical nature of 
skills which occur under a particular criterion help distin¬ 
guish education from training. 
3. In addition to this hierarchy within a particular crite¬ 
rion, there is a definite interrelationship among criteria. 
This conclusion is based on the finding that a single statement 
or interaction required notations on two areas of the checklist 
instrument. For example, although moral development and civic 
responsibility are isolated as specific criteria for education, 
they are integrally linked to intellectual skills. Moral 
development can not occur to its fullest extent if the indivi¬ 
dual is not able to use the skills of analysis. Evaluation 
also is critical if an individual is to develop a set of values 
that are personal. The interplay between the affective and the 
cognitive contribute to overall moral development. In addi¬ 
tion, intellectual skills can not be utilized in a vacuum. 
Thinking must be about something, therefore, knowledge is 
demonstrated at the same time an intellectual skill is used. 
4. Classroom observations alone do not provide a total picture 
of the learning experience. This is particularly true when 
only one class of a 15-session course or a segment of a work¬ 
shop is visited. If every class period were visited, a 
slightly different picture might emerge. A comparison of the 
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data on Tables 6.1 and 6.2 with the data on 6.3 and 6.A shows 
the disparities that could result if only a class is observed 
or only the course-related materials are reviewed. For 
example, in the classroom when observing the Principles of 
Curriculum Development course, only lower level knowledge and 
intellectual skills could be observed while the text and 
assignments indicated that higher level skills were to be 
addressed. The same might be true if one of the components of 
the course analysis were not considered for the Leadership 
Effectiveness Course. On the knowledge level, the text 
material was designed to address universals and abstractions 
(1.30). However, the course being offered was not designed to 
do so as evidenced by an examination of the objectives and the 
results of the class observation. An examination of all the 
components of the course including objectives, content, assign¬ 
ments, student evaluation and classroom learning are needed for 
an accurate assessment. 
Usefulness of the Criteria and Checklist Instruments 
The following observations can be made regarding the usefulness of 
the criteria and checklist: 
1. Student and teacher classroom behaviors as well as course 
objectives, materials, assignments and student evaluation can 
be assessed in terms of the criteria. The checklist instru¬ 
ments provided a structure for thinking about what was hap- 
pening in the classroom and for recording observations about 
the classroom as well as objectives and course materials. 
Several points related to the hierarchical nature and 
interrelationship of the criteria emerged during observations 
and discussions with instructors. The incorporation of lower 
level skills within higher level skills under a criterion 
became very evident when recording classroom behavior on the 
checklist. For example, if the skill of analysis was being 
called for or demonstrated, the skill of interpretation also 
was needed. In the course on Leadership Effectiveness, the 
students were given examples of autocratic leadership styles 
and had to determine when such a style was appropriate and when 
it was inappropriate using the skills of analysis as well as 
interpretation. This was true in the knowledge area as well, 
where specific terms needed to be understood if a rule related 
to those terms was to be comprehended. Therefore, even if a 
statement, question or response was recorded at the highest 
level within a criterion, behavior was often occurring at lower 
levels as well. 
The important role of factual knowledge in the development 
of intellectual skills was observed. Unless there is a sound 
knowledge of the vocabulary of a discipline and the facts 
underlying a field, the student has nothing of consequence to 
analyze and judge. Thus, knowledge at the lower levels of that 
criterion either needed to be addressed In the course or had to 
be a prerequisite for entry into such a course In the 
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Business Policy class, the professor was reviewing many of the 
concepts related to business decisions including price, produc¬ 
tivity, product, promotion and advertising as well as economic 
indicators. It was clear that unless the students mastered 
this information, they would not be able to complete the 
computer simulation which emphasized the abilities to analyze, 
synthesize and evaluate. 
Whitehead and Adler make this point. Whitehead recognizes 
that the stage of precision is critical to the total educa¬ 
tional process. He wrote, "to write poetry you must study 
metre; and to build bridges you must be learned in the strength 
of materials" (Whitehead, 1929, p.3A). Adler stresses the 
acquisition of organized knowledge as one of three ways the 
mind can be improved. However, the acquisition of knowledge 
does not stand alone; it is interconnected with the development 
of intellectual skills and the enlarged understanding of ideas 
and values (Adler, 1982). 
A. Following the first three visitations and observations (the 
Accounting, Market Development and English Composition 
courses), it appeared that one area was missing under the 
checklist for the knowledge criterion. This relates to knowl¬ 
edge of the development of particular universals or abstrac¬ 
tions. This was an area of importance in distinguishing 
education from training. Knowledge of how a principle, theory 
or structure developed, through an understanding of its philo¬ 
sophical, historical, scientific or social evolution, enables a 
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learner to develop a deeper understanding and strengthen the 
individual’s ability to use the theory or principle as well as 
to detect errors in a particular theoretical framework. For 
example, in the Leadership Effectiveness course, several 
leadership theories were introduced but little attention was 
given to how they evolved and what research had been conducted 
regarding their validation. The text did include more of this 
information but these readings were not assigned or discussed. 
In a learning situation which was education, one would expect 
this kind of perspective to be incorporated into the course. 
The need for an historic or developmental perspective is artic¬ 
ulated in the writings of the philosophers examined. For 
example, Dewey finds, in history, a way of bringing about the 
enlargement of the significance of a direct personal experi¬ 
ence. Such a grounding would, for Dewey (1916), separate 
vocational education from vocational training. Hutchins (1936) 
would ground the learner in "first principles" as the founda¬ 
tion for recent observations. In fact, it is essential from 
Hutchins’ perspective that first principles are examined prior 
to more recent knowledge. Consideration of the development of 
particular universals or abstractions was recognized in 
defining the criteria but was not included in the FTCB and 
therefore not originally incorporated into the checklist. The 
final forms of the instruments with the addition under Crite¬ 
rion one can be found in Appendices C and D. 
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Problems In Using the Criteria 
A number of problems emerge related to the ability of an assessor 
to use the criteria to distinguish between education and training. 
Some of these problems are related to the distinctions between educa¬ 
tion and training; others are related to the variables that are in 
operation when using the criteria. The problems are: 
Although the presence or absence of a classroom behavior 
related to a particular criterion can be assessed, it is 
difficult to quantify the criteria. The question remains, 
however, as to how much of an indication of the presence of a 
criterion is enough to determine that a learning experience is 
education. This is true even if an assessment includes an 
analysis of all the components related to the course in addi¬ 
tion to the classroom observation. Grant, Barnes and Smith 
(1983) indicate that high-level cognitive discourse occurs 
quite infrequently in the college classroom but can be 
isolated. The observations conducted support this finding. 
A similar question arises as to how the criteria relate to 
each other. Do all the criteria have to be present to deter¬ 
mine that a course is education rather than training and do the 
criteria all have to be present to the same degree? 
The questions just raised call for additional study to see 
if some criteria can be quantified, at least within a range. 
However, another response to the problem also emerges. It may 
not be possible clearly to delimit what is education and what 
is training. Rather, a continuum may exist with a few learning 
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experiences clearly on the training end of the continuum and 
with a few others clearly educational. Most would be in 
between. The criteria could then be used as a tool in making 
the subjective judgment as to where the course falls and 
whether it is education or training. 
2. The quality of the instruction is integral to the criteria. 
In a classroom observation, what appears as training may in¬ 
stead be poor teaching. For Dewey, learning will not occur if 
the learner is not actively engaged. Method and content cannot 
be separated. Learning, Dewey (1916) indicates, is "an active, 
personally conducted affair" (p.335). Adler and Whitehead also 
emphasize the need for learner involvement. The traditional 
lecture method most often does not elicit student behaviors in 
the areas of intellectual skills. Generally, the instructor, 
when using the lecture mode, is dealing with knowledge without 
using skills related to interpretation and analysis. Further, 
even when engaged in discussion, the mode of questioning may 
not elicit higher level intellectual skills. Dewey (1916) 
stresses, "the sole direct path to enduring improvement in the 
methods of instruction and learning consists in centering on 
the conditions which exact, promote, and test thinking" 
(p.153). Experience, activity, recognition of a problem, 
Information and an opportunity to test Ideas and possible 
solutions are essential factors for education delineated by 
Dewey. 
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Observations made during the classroom visitations under¬ 
score the problems posed by inappropriate methods. In the 
college classrooms visited, the lecture method was used most 
often, occasionally integrated with questioning. When ques¬ 
tions were posed, they often called for translation or inter¬ 
pretation, which are comprehension skills rather than analysis 
or evaluation. The instructors in all four cases spent most of 
the class time talking. There was little active involvement. 
These observations are consistent with research findings on 
college teaching (Smith, 1983, p.83) and are underscored by 
Boyer (1987) when he reports that it was noted in class visi¬ 
tations that, "Information was presented that often students 
passively received. There was little opportunity for positions 
to be clarified or ideas challenged" (pp.149-150). In con¬ 
trast, in three of the courses observed in this study which 
were labeled as training, there was more opportunity for 
student involvement and more exchange among students. This 
difference in method is consistent with discussions in the 
literature regarding noncollegiate instruction (Eurich, 1985; 
Wilcox, 1987). 
Since method is integral to a judgment regarding a partic¬ 
ular learning experience, more than a single classroom obser¬ 
vation should be considered. The method employed in one class 
may not be indicative of the whole course. Objectives, text 
material and assignments may present additional evidence. All 
of these, however, may point to a focus on factual and specific 
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knowledge rather than an understanding of broader principles 
and skills to use those principles. Poor teaching and weak 
curriculum design may mean the learning experience lacks 
educational value regardless of the intent of the instructor. 
3. A third problem relates to the need to see a single obser¬ 
vation in the context of the whole and the importance of an 
understanding of the subject matter before judging a learning 
experience. Is the student being called on to do the same 
problem with different data or is the student confronted with a 
very different problem? Different levels are called upon in 
each of these situations. This suggests that although criteria 
are generic, an individual with knowledge of the subject matter 
of a learning experience and the place of the course in the 
curriculum would be better able to use the criteria to make 
judgments. 
4. The fourth problem which arises relates to criterion four, 
moral development, and criterion five, civic responsibility. 
As the analyses suggest, moral development and civic responsi¬ 
bility may be less likely to be integrated into the objectives 
of a course than are the other criteria. This was true in the 
eight courses visited and from discussions with faculty, it 
appears that little attention is given to these areas in many 
courses - particularly those outside of the humanities and 
social sciences. When moral and civic issues are confronted in 
a class, as was observed in several classes visited, it is 
often haphazard or incidental rather than intentional. 
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Perhaps moral development and civic responsibility are the 
product of the total educational experience and are difficult 
to isolate in a single course, particularly if the course is 
more specialized and outside of the areas traditionally thought 
of as inculcating those values. The difficulty of addressing 
moral development and civic responsibility in some courses 
might suggest the elimination of the criteria from the frame¬ 
work for assessing a single course. However, moral development 
and civic responsibility were integral to the purposes of all 
four philosophers reviewed in the development of the criteria 
and these areas were central in the national reports as well. 
From this perspective, they are part of the essence of educa¬ 
tion. Inclusion of these criteria may serve as a reminder of 
the importance of considering moral and civic issues and a 
reminder that education must prepare the individual for a role 
in a democratic society or in Dewey’s (1916) words, give 
"individuals a personal interest in social relationships and 
control, and the habits of mind which secure social changes 
without introducing disorder" (p.99). 
The problem just posed for moral development and civic 
responsibility may be indicative of problems with the criteria 
in general. The philosophers speak to the total educational 
experience as do the national reports. The application being 
suggested is for use of the criteria for individual courses. 
Therefore, the dilemma exists in relation to educational 
criteria as to how much to expect from a single course. And 
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yet, if the whole is to be achieved, how can the single course, 
which is a building block in the construction of the whole 
program, not be expected to be measured against criteria 
defining education. This dilemma is especially apparent when 
courses are offered outside of a particular educational program 
and college credit is desired based on the belief that the 
course is equivalent to one which is offered in a college 
program. 
Conclusion 
The criteria don’t offer quantifiable standards but do offer stan¬ 
dards which can guide judgments. Several findings which resulted from 
this study need to be underscored. First, the criteria need to be 
applied to several aspects of a course including one or more obser¬ 
vations of classroom instruction. The various aspects suggested for 
review along with the criteria are presented in Table 6.5. The areas 
necessary for review coupled with the checklist instruments (Appendices 
C & D) provide a framework for assessing a course. 
Second, in order to distinguish between education and training, the 
hierarchy of skills within each of the criteria needs to be given full 
consideration. For example, within intellectual skills, the develop¬ 
ment of the higher order skills of analysis, synthesis and evaluation 
should characterize education. Within moral development, it is char¬ 
acterization by an ethical value system which is the ultimate goal of 
education. The two instruments used in this study as a guide in 
Finally, there is an inter¬ 
observations lay out these hierarchies. 
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relationship among the criteria. Written communications require an 
application of intellectual skills as well as knowledge regarding what 
is being written. No one criterion stands in isolation. 
The development of absolute criteria for making judgments distin¬ 
guishing between education and training may never be possible. How¬ 
ever, there is potential for a refinement of the criteria suggested in 
this study. Procedures need to be validated, and instruments, which 
have validity and reliability, need to be developed if the potential 
for using such criteria in making judgments to distinguish education 
from training is to be realized. In addition, consideration may be 
given for coupling criteria such as those developed in this study with 
other measures already used by the American Council on Education and 
The University of the State of New York when evaluating employer- 
sponsored instruction. Criteria defining education would add another 
dimension to those external measures used by these organizations such 
as the duration of the course, the existence of methods to measure 
student performance, the stability of the sponsoring organization and 
the qualifications of course participants and instructors. 
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CHAPTER VII 
WHERE FROM HERE? 
The distinction between education and training (or liberal 
versus vocational studies) continues to plague academicians 
(Morse, 1984, p.23). 
The Criteria and Their Development: A Review 
The rapid growth in employer-sponsored instruction and the concomi¬ 
tant interest by some employers in securing college credit for their 
employees enrolled in these employer-sponsored courses has created a 
need for criteria to distinguish between education and training. 
Although the American Council on Education (ACE) (1977) and The Univer¬ 
sity of the State of New York (1983-84) both evaluate noncollegiate 
courses for college credit, the guidelines used in these processes do 
not make clear distinctions. The purpose of this study was to deter¬ 
mine if criteria could be developed which could be used as a guide in 
making distinctions between education and training. 
In the development of criteria, this study drew on the work of four 
philosophers: John Dewey, Alfred North Whitehead, Robert Maynard 
Hutchins and Mortimer J. Adler, and three major reports on higher 
education: Higher Education for American Democracy (President’s 
Commission, 1947), The Purposes and the Performance of Higher Education 
.he United States (Carnegie, 1973) and Investment in Learning 
(Bowen, 1977). From these philosophers and reports, five criteria 
emerged: knowledge, communication skills, intellectual skills, moral 
development and civic responsibility. Although an analysis of the 
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philosophers and the national reports resulted in significant agreement 
on the general outcomes of education, it was difficult to develop func¬ 
tional definitions from these writings alone. Therefore, the taxonomy 
of educational objectives in the cognitive domain (Bloom, 1956) and the 
taxonomy of educational objectives in the affective domain (Krathwohl, 
Bloom, Masia, 1964) were utilized in constructing the definitions for 
the criteria which are listed in Table 5.1. 
Operationalizing and Applying the Criteria 
Once the criteria were determined, a framework was developed to 
operationalize the criteria so they could be utilized in assessing 
learning experiences. Two checklist instruments were developed, one 
for use in classroom observations and one for use in evaluating 
objectives and course materials. These checklist instruments were 
based on the Florida Taxonomy of Cognitive Behavior (Appendices C and 
D). The framework and checklist instruments were then used in the 
assessment of eight courses: four courses offered as part of training 
programs and four collegiate courses. A discussion was held with the 
instructor of each course and course materials were reviewed. Nota¬ 
tions were made on the checklist instruments regarding course objec¬ 
tives and materials. Class sessions were observed and notations were 
made on the checklist regarding student and teacher statements and 
interactions during the observations. In general, it was found that 
the framework with the checklist Instruments could be used to note 
student and teacher classroom behaviors in relationship to the 
criteria; it could also be used to note course objectives, materials, 
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assignments, and student evaluations in relationship to the criteria. 
Distinctions between education and training did emerge. Noteworthy 
distinctions included emphasis on the theoretical characterized by 
attention to universals and abstractions, attention to higher level 
intellectual skills, and attention to communication skills. 
A number of problems surfaced when using the criteria in assessing 
a course. First, the criteria could not be easily quantified. Second, 
the method of instruction is integral to a determination of what is 
education and cannot be separated from the criteria. An instructor’s 
stated objectives might clearly establish a course as education but a 
classroom observation could show that there was limited interaction and 
primary attention to facts and lower level intellectual skills. Based 
on the observation, the learning experience would not meet the criteria 
for education. Third, although theoretical distinctions drawn from the 
writings of the philosophers for distinguishing between education and 
training can be made, such as attending to moral development and civic 
responsibility, these criteria often are not apparent to any extent in 
a single course. 
Although the criteria, as operationalized, lack the desired quanti¬ 
fication to make clear determinations regarding what is education, they 
do provide a guide for making judgments regarding what is education. 
The criteria, as developed and operationalized, are more specific than 
the guidelines in use by the American Council on Education in its eval¬ 
uations. Distinctions between lower level and upper level intellectual 
skills and knowledge skills are made in the criteria leading to dis¬ 
tinctions between education and training. In addition, the criteria. 
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as operationalized, give meaning to the intellectual skills called for 
in the Ohio Board of Regents (1982) definition of education; delineate 
the skills needed to solve occupational, societal and personal problems 
called for by Luxenberg (1978-79) in his definition; and specify the 
intellectual skills and moral and civic involvement which add meaning 
to Branscomb and Gilmore’s (1975) definition of education as involving 
contrasting assumptions and points of view and personal intellectual 
motivation. 
Implications for Future Research 
This study and its conclusions point to the need for future inves¬ 
tigation related both to the question of the validity of the criteria 
themselves as well as other possible uses of the criteria other than 
for distinguishing between education and training. The future research 
suggested falls into four categories: (1) additional research on the 
criteria; (2) given the problems related to the criteria as developed, 
other ways to approach the development of criteria; (3) the implication 
differences in male and female development could have on the criteria; 
and (4) other uses for the criteria. 
Refining the Criteria 
The development of the criteria was a step in determining standards 
for distinguishing education from training. Although the criteria, as 
operationalized, and the framework, including the checklist instruments 
used for assessing a course, seemed fruitful in helping to make judg¬ 
ments regarding distinctions between education and training, signifi¬ 
cant additional research is needed. The criteria need to be validated 
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through a research design. Additional research is needed to provide 
data to determine if and how the criteria can be quantified and to 
investigate specifically relationships between the criteria and various 
teaching methods. 
Developing Criteria 
The criteria developed do not clearly distinguish between education 
and training. The inability to quantify individual criteria and the 
difficulty in quantifying the criteria in relation to each other may in 
part be due to the method used to develop them. The criteria are drawn 
primarily from commonalities in the work of Dewey, Whitehead, Hutchins 
and Adler with confirmation in commonalities in three national reports 
on higher education. Although designed to distinguish between educa¬ 
tion and training, the methodology used in their development results in 
a defining of education alone and not of training. The criteria, as 
developed, rest on an underlying assumption that training is defined by 
behavior on the lower levels of the hierarchy or the lack of some 
behaviors. This assumption emanates from the writings of the philoso¬ 
phers. For example, Dewey (1916) indicates that training produces 
changes "in outer action rather than in mental and emotional disposi- 
tions of behavior" (p.13). This implies an absence of intellectual 
skills, moral development and civic responsibility. Hutchins' (1936) 
writing is based on the assumption that training is preparation for an 
immediate task and a devotion to technique. Hutchins major premise is 
that training implies a lack of cultivation of the intellect. 
Whitehead, as well, sees that unless the technical draws also on the 
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literary and scientific curricula, training becomes highly special¬ 
ized and lacking in intellectual content. 
Another approach to distinguish education from training might be to 
develop a set of criteria for training that then could be contrasted 
with the criteria for education. A method similar to the one used in 
this study could be utilized to generate criteria for training. The 
writings of authorities on training could be analyzed for commonalities 
as the writings of the philosophers were analyzed in this study. The 
criteria could then be field tested in both employer-sponsored and col¬ 
legiate courses and the results of these observations could be compared 
with the results discussed in this study to determine if distinctions 
between education and training are apparent. 
Two other approaches are suggested as possible research designs to 
develop criteria to distinguish between education and training. One 
approach might be to conduct interviews with faculty who teach in both 
employer-sponsored and collegiate programs. The interview questions 
could draw out faculty observations as to differences in teaching in 
those two environments and how those differences might relate to dis¬ 
tinctions between education and training. Another approach would be to 
use a qualitative approach observing courses and reviewing course 
materials of courses labeled education or training by college or 
corporate instructors. Instead of having criteria in mind before such 
observations and reviews, criteria would be developed based on data 
collected. 
These are suggested approaches to the development of criteria to 
distinguish between education and training. All need additional 
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consideration, refinement and field testing. This will provide neces¬ 
sary information regarding their value as descriptors for what is 
occurring in a learning experience. 
Gender Differences 
The method of development of the criteria in this study also raises 
concerns regarding gender differences related to cognitive and moral 
development. The criteria distinguishing education were drawn using 
the philosophical perspectives of four males, and therefore, may 
reflect a masculine view of education. The thinking of these philoso¬ 
phers, who wrote primarily during the first half of the twentieth 
century, could not be informed by recent research findings which sup¬ 
port important differences in the moral development (Gilligan, 1982) 
and epistemological development (Belenky, Clinchy, Goldberger, & 
Tarule, 1986) of males and females. These findings may account to a 
large extent for the observations noted by Boyer (1987) that a number 
of differences exist in male and female participation in college 
classes including the domination of men in discussions and an over¬ 
shadowing by men of even the brightest women. 
There are similarities in the moral and epistemological development 
of females. Gilligan (1982) found that for females moral development 
evolves around responsibility and care rather than a morality o£ rights 
and principles which characterize male development. For women, there 
is a sense o£ connection to others rather than a sense o£ autonomy 
which pervades male moral development. For women, epistemological 
development is integrally related to the sel£. Women, after going 
through stages of received knowledge where other voices prevail and 
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subjective knowledge where other views are denied, integrate knowledge 
from authorities with knowledge gained from experience. This inte¬ 
gration of subjective and objective knowledge results in constructed 
knowledge (Belenky, Clinchy, Goldberger, & Tarule, 1986). Constructed 
knowledge, like the higher levels of female moral development, is a 
stage of connections and shared ideas. 
The effect of the differences posed by these findings on the crite¬ 
ria needs to be explored. An initial judgment suggests that the method 
of delivering education and for evaluating a student’s intellectual and 
moral development would be affected more than the criteria. This 
judgment is made on the fact that the research on the epistemological 
development of females stresses that in order for women to develop 
intellectually, opportunities need to be available for confirmation of 
their intellectual capacities as well as collaboration as part of a 
community of thinkers. These appear to be issues of method. However, 
the integral link between method and the criteria already was stressed 
pointing to the need for research regarding the relationship between 
gender differences and what we define as education. 
Other Potential Uses for the Criteria 
The uses for the criteria discussed in this section all are related 
to improving the learning experience. The uses suggested emanate from 
considerations while field testing the criteria. Each of the uses sug¬ 
gested requires additional research. However, even without research, 
the criteria may have potential for challenging the thinking of 
teachers in each of the areas discussed. 
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Although the criteria in this study were developed to distinguish 
between education and training, the findings regarding deficiencies in 
some collegiate programs in regard to instructional method present a 
potential use for the criteria as operationalized. The criteria could 
be considered as a guide in addressing faculty teaching skills. The 
potential of using such an approach for improving teaching was sug¬ 
gested by faculty who reviewed the criteria. With standards for what 
should be education in mind, faculty could then focus on utilizing or, 
in many cases, acquiring the instructional methods which will assure 
the criteria are addressed in the classroom. 
In addition to serving as a guide in the development of teaching 
methodology, the criteria could be used as a guide to curriculum 
development. Approaching the design of a course with the criteria in 
mind can influence the objectives selected, the text and materials 
used, as well as assignments and the final evaluation of individual 
students. For example, in the curriculum development course reviewed, 
objectives emphasized knowledge of (1) the components of the curricula 
(2) the ways in which curricula are organized; and (3) the processes 
for curriculum development and implementation. With the criteria in 
mind, perhaps, in addition to the knowledge emphasized in the 
objectives just articulated, the objectives would stress that at the 
conclusion of the course, the student would (1) recognize appropriate 
ways to formulate a comprehensive curriculum; (2) associate different 
ricular models with different aims, goals and objectives and views 
riculum for a particular 
curr: 
of learning; and (3) be able to design a curr: 
subject consistent with one’s philosophical concepts of education. 
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Finally, the criteria could provide a framework for considering the 
overall goals of an educational program and the assessment of how those 
goals are being achieved. Calls for improving the quality of education 
at our colleges and universities have been increasing (Association of 
American Colleges, 1985; Boyer, 1987; Ewell, 1984; National Institute 
of Education, 1984). These calls have been heard at both national and 
state levels and are directly related to the need for colleges and 
universities to be accountable and demonstrate that higher education 
does make a difference. Emphasis is being placed on the assessment of 
objectives and the effect of postsecondary education. The first step 
before effectiveness can be measured, however, is to articulate what is 
to be achieved. The criteria set forth some common outcomes for 
education and can be one way of viewing the overarching goals of a 
college or university. Consideration can then be given to determining 
how the overall curriculum and college experience can achieve the 
desired outcomes and how these outcomes can be measured. 
Conclusion 
The criteria developed through this study can provide a framework 
for beginning to make judgments to distinguish education from training. 
They become tools, in addition to other measures, for differentiating 
training from education. From this perspective, the criteria can 
contribute to public policy discussions regarding the educational roles 
to be played by colleges and universities as well as employer-sponsored 
instruction. These uses need to be thought out in conjunction with 
research efforts. More research needs to be done to determine if the 
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criteria can be quantified before they can be used in making definitive 
decisions. In this regard, other ways of approaching the development 
of criteria to distinguish between education and training have been 
suggested which might result in more clearly defined distinctions. In 
addition, other uses for the criteria have been suggested including use 
as a framework for broadening teaching methods, as a guide in curricu¬ 
lum development and as a foundation for developing institutional 
instructional goals. 
Although the search for criteria has not resulted in a set of 
scientifically grounded standards, the criteria point the way to the 
knowledge, skills, and attributes which enrich human experience. This 
study indicates that the distinction between education and training is 
not that one is related to the liberal arts and one is related to a 
job. Rather education brings liberal learning to any area of the 
curriculum including the vocational. If a course is education, it 
will, in Boyer’s (1987) words "respond to three essential questions: 
what is the history and tradition of the field to be examined? What 
are the soeial and economic implications to be understood? What are 
the ethical and moral issues to be confronted?" (P-110). Thus, 
knowledge, moral development and civic responsibility will be three 
essential strands of the learning experience woven together by 
communication and intellectual skills that enable the Individual to 
utilize knowledge and make sound moral and social decisions. This 
study arrives at possible criteria for education which help to 
distinguish education and training and concludes that the question 
calls for additional exploration. 
Appendix A 
INITIAL CHECKLIST FOR ASSESSMENT USING THE CRITERIA 
CLASSROOM OBSERVATION 
Teacher 
Criterion 1: Knowledge 
1.10 Knowledge of Specifics 
1. Reads 
2. Spells 
3. Identifies something by name 
4. Defines meaning of term 
5. Gives a specific fact 
6. Tells about an event 
1.20 Knowledge of Ways and Means of Dealing with 
Specifics 
7. Recognizes symbol 
8. Cites rule 
9. Gives chronological sequence 
10. Gives steps of process, describes 
method 
11. Cites trend 
12. Names classification system or standard 
13. Names what fits given system or standard 
1.30 Knowlege of Universals and Abstractions 
14. States generalized concept or idea 
15. States a principle, law, theory 
16. Tells about organization or structure 
17. Recalls name of principle, law, theory 
Criterion 2: Communication Skills 
2 
2.10 Written Conununication 
2.20 Oral Communication 
18. Uses conventions of standard English 
19. Presents a position clearly and 
persuasively 
20. Engages in discussion - interpreting, 
analyzing and summarizing 
Students 
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Criterion 3: Intellectual Skills1 
3.10 Translation 
21. Restates in own words or briefer terms 
22. Gives concrete example of an abstract idea 
23. Verbalizes from a graphic representation 
24. Translates verbalization into graphic form 
25. Translates figurative statements to literal 
statements, or vice versa 
3.20 Interpretation 
26. Gives reason (tells why) 
27. Shows similarities, differences 
28. Summarizes or concludes from observations of 
evidence 
29. Shows cause and effect relationship 
30. Gives analogy, simile, metaphor 
31. Performs a directed task or process 
3.30 Application 
32. Applies previous learning to new situation 
33. Applies principle to new situation 
34. Applies abstract knowledge in a practical 
situation 
35. Identifies, selects, and carries out process 
3.40 Analysis 
36. Distinguishes fact from opinion 
37. Distinguishes fact from hypothesis 
38. Distinguishes conclusion from statements 
which support it 
39. Points out unstated assumption 
40. Shows interaction or relation of elements 
41. Points out particulars to justify conclusion 
42. Checks hypothesis with given information 
43. Distinguishes relevant from irrelevant 
statements 
44. Detects error in thinking 
45. Infers purpose, point of view, thoughts, 
feelings 
46. Recognizes bias or propaganda 
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Teacher Student* 
3.50 Synthesis 
47. 
48. 
Reorganizes ideas, materials, process 
Produces unique communication, divergent 
idea ° 
49. 
50. 
51. 
52. 
53. 
54. 
Produces a plan, proposed set of operations 
Designs an apparatus 
Designs a structure 
Devises scheme for classifying information 
Formulates hypothesis, intelligent guess 
Makes deductions from abstract symbols, 
propositions 
55. Draws inductive generalization from specifics 
3.60 Evaluation 
56. 
57. 
Evaluates something from evidence 
Evaluates something from criteria 
Criterion 4: Moral Development 
58. 
59. 
60. 
61. 
Expresses a worth of information or idea 
Presents solution in context of values 
Convinces, others based on values 
Judges problem in terms of situation, 
purposes and consequences 
Criterion 5: Civic Responsibility 
62. Interprets information and data related 
to social, political and economic life 
63. Applies cricical thinking skills to the 
analysis of controversial issues 
64. Weighs alternatives against the standards 
of public welfare 
^From Florida Taxonomy of Cognitive Behavior 
Not in classroom observation 
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Appendix B 
INITIAL CHECKLIST FOR ASSESSMENT USING THE CRITERIA 
COURSE MATERIALS 
Course 
Syllabus 
and 
Ob j ectIves 
Texts 
and other 
Course 
Materials 
Assignments 
and 
EvaluatIon 
Criterion 1: Knowledge 
1.10 Knowledge of Specifics 
Attention to: 
1. Terms 
2. Facts 
3. Events 
1.20 Knowledge of Ways and Means of Dealing 
with Specifics 
Attention to: 
4. Rules 
5. Method 
b. Trends 
7. Classification system or standards 
1.30 Knowledge of Universals or Abstractions 
Attention to: 
8. Concepts or ideas 
9. Principles, laws, theories 
10. Organization or structure 
riterion 2: Communication Skills 
2.10 Written Communication 
Calls for: 
11. Expressing thoughts in standard 
English 
L2. Gathering information or 
summarizing accurately 
13. Organizing, selecting and relating 
ideas in writing 
14. Analysis of one’s own writing 
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Texts 
end other 
Course 
Materials 
3.LO Translation 
Focuses on: 
15. Concrete examples of abstract Ideas 
16. Verbalization of graphic represen¬ 
tation or vice versa 
3.20 Interpretation 
Focuses on: 
17. Reasons 
18. Similarities and differences 
19. Conclusions from evidence 
20. Cause and effect 
21. Directed task or process 
3.30 Application 
Provides for: 
22. Application in new situations 
23. Application of principles to new 
situations 
24. Application of abstract knowledge 
in practical situation 
25. Carrying out a process 
3.40 Analysis 
Provides for: 
26. Distinguishing fact from opinion 
27. Distinguishing fact from 
hypothesis 
28. Support of conclusions 
29. Interaction or relation of 
elements 
30. Justification of conclusions 
31. Checking hypothesis 
32. Distinguishing relevant from 
irrelevant 
33. Detecting errors in thinking 
34. Recognition of bias or 
propaganda 
3.50 Synthesis 
Provides for: 
35. Reorganization of ideas, materials 
and process 
36. Unique communication, divergent 
thinking 
37. Production of a plan, set of 
operations 
Course 
Sy1labus 
and 
Ob 1 ectives 
Criterion 3: Intellectual Skills 
Assignmeuts 
and 
Eva luation 
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\ 
Course 
Syllabus 
and 
Ob 1ectives 
38. Design of apparatus, structure, 
original work 
39. Formulation of hypothesis 
40. Formulation of deductions from 
abstract symbols, propositions 
41. Drawing of inductive generalizations 
from specifics 
Texts 
and other 
Course 
Materials 
3.60 Evaluation 
Provides for: 
42. Evaluation from evidence 
43. Evaluation from criteria 
Criterion 4: Moral Development 
Provides for: 
44. Expression of worth of information 
or ideas 
45. Presentation of solutions in 
context of values 
46. Judgment of problems in terms of 
situation, purposes and 
consequences 
Ctiterion 5: Civic Responsibility 
Provides for: 
47. Consideration of information and 
data related to social, political 
and economic life 
48. Application of critical thinking 
skills to controversial issues 
49. Weighing of alternatives against 
the standards of public welfare 
Assignments 
and 
Eva luatIon 
Appendix C 
FINAL CHECKLIST FOR ASSESSMENT USING THE CRITERIA 
CLASSROOM OBSERVATION 
Ciicerion 1: Knowledge1 
I.10 Knowledge of Specifics 
Reads 
Spells 
Identifies something by name 
Defines meaning of term 
Gives a specific fact 
Tells about an event 
1.20 Knowledge of Ways and Means of Dealing with 
Specifics 
7. Recognizes symbol 
8. Cites rule 
9. Gives chronological sequence 
10. Gives steps of process, describes 
method 
11. Cites trend 
12. Names classification system or standard 
13. Names what fits given system or standard 
1.30 Knowlege of Universals and Abstractions 
14. States generalized concept or idea 
15. States a principle, law, theory 
16. Tells about organization or structure 
17. Recalls name of principle, law, theory 
1.40 Knowledge of Development of Universals and 
Abstractions 
1. 
2. 
3. 
4. 
5. 
6. 
Teacher Students 
Criterion 2: Communication Skills 
2.10 Written Communication 
2.20 Oral Communication 
18. Uses conventions of standard English 
19. Presents a position clearly and 
persuasively 
20. Engages in discussion - interpreting, 
analyzing and summarizing 
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Or ice I-ion 3: Intellectual Skills1 
i- 10 Tcans lac ion 
21. Restates in own words or briefer cerms 
22. Gives concrete example of an abstract idea 
23. Verbalizes from a graphic representation 
24- Translates verbalization into graphic form 
25. Translates figurative statements to literal 
statements, or vice versa 
3.20 Interpretation 
26. Gives reason (tells why) 
21. Shows similarities, differences 
28. Summarizes or concludes from observations of 
evidence 
29. Shows cause and effect relationship 
30. Gives analogy, simile, metaphor 
31. Performs a directed task or process 
3.30 Application 
32. Applies previous learning to new situation 
33. Applies principle to new situation 
34. Applies abstract knowledge in a piactical 
situation 
35. Identifies, selects, and carries out process 
3.40 Analysis 
36. Distinguishes fact from opinion 
37. Distinguishes fact from hypothesis 
38. Distinguishes conclusion from statements 
which support it 
39. Points out unstated assumption 
40. Shows interaction or relation of elements 
41. Points out particulars to justify conclusion 
42. Checks hypothesis with given information 
43. Distinguishes relevant from irrelevant 
statements 
44. Detects error in thinking 
45. Infers purpose, point of view, thoughts, 
feelings 
46. Recognizes bias or propaganda 
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3.50 Synthesis 
47. 
48. 
49. 
50. 
51. 
52. 
53. 
54. 
55. 
Reorganizes ideas, materials, process 
Produces unique communication, divergent 
idea 6 
Produces a plan, proposed set of operations 
Designs an apparatus 
Designs a structure 
Devises scheme for classifying information 
Formulates hypothesis, intelligent guess 
Makes deductions from abstract symbols, 
propositions 
Draws inductive generalization from specifics 
3.60 Evaluation 
56. Evaluates something from evidence 
57. Evaluates something from criteria 
Teacher Students 
Criter ion_4: Moral Development 
58. Expresses a worth of information or idea 
in ethical terms 
59. Judges problem in terms of situation, 
purposes and consequences using ethical 
criteria 
60. Presents solution in context of ethical 
values 
61. Convinces others based on ethical values 
62. Takes an action based on ethical values 
Criterion 5: Civic Responsibility 
63. Interprets information and data related 
to social, political and economic life 
64. Applies intellectual skills to the 
analysis of social issues 
65. Weighs alternatives against the standards 
of public welfare 
66. Takes an action with a sense of social 
responsibility 
^From Florida Taxonomy of Cognitive Behavior 
4Not in classroom observation 
Appendix D 
FINAL CHECKLIST FOR ASSESSMENT USING THE CRITERIA 
COURSE MATERIALS 
Course 
Syllabus 
and 
Objectives 
Texts 
and other 
Course 
Materials 
Asslgnments 
and 
Evaluation 
Criterion 1: Knowledge 
1.10 Knowledge of Specifics 
Attention to: 
1. Terms 
2. Facts 
3. Events 
1.20 Knowledge of Ways and Means of Dealing 
wLth Specifics 
Attention to: 
4. Rules 
5. Method 
6. Trends 
7. Classification system or standards 
1.30 Knowledge of Universals or Abstractions 
Attention to: 
8. Concepts or ideas 
9. Principles, laws, theories 
10. Organization or structure 
1.40 Knowledge of Development of Universals 
or Abstractions 
Criterion 2: Communication Skills 
2.10 Written Communication 
Calls for: 
11. Expressing thoughts in standard 
English 
12. Gathering information or 
summarizing accurately 
13. Organizing, selecting and relating 
ideas in writing 
14. Analysis of one’s own writing 
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Assignments 
and 
EvaluatIon 
3. 10 Translation 
Focuses on: 
15. Concrete examples of abstract ideas 
16. Verbalization of graphic represen¬ 
tation or vice versa 
3.20 Interpretation 
Focuses on: 
17. Reasons 
18. Similarities and differences 
19. Conclusions from evidence 
20. Cause and effect 
21. Directed task or process 
3.30 Application 
Provides for: 
22. Application in new situations 
23. Application of principles to new 
situations 
24. Application of abstract knowledge 
in practical situation 
25. Carrying out a process 
3.40 Analysis 
Provides for: 
26. Distinguishing fact from opinion 
27. Distinguishing fact from 
hypothesis 
28. Support of conclusions 
29. Interaction or relation of 
elements 
30. Justification of conclusions 
31. Checking hypothesis 
32. Distinguishing relevant from 
irrelevant 
33. Detecting errors in thinking 
34. Recognition of bias or 
propaganda 
3.50 Synthesis 
Provides for: 
35. Reorganization of ideas, materials 
and process 
36. Unique communication, divergent 
thinking 
37. Production of a plan, set of 
operations 
Course 
Sy1labus 
and 
Object Ives 
Criterion 3: Intellectual Skills 
Texts 
and other 
Course 
Materials 
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Course 
Syllabus 
and 
Ob 1 ace Ives 
Texts 
and other 
Course 
Materials 
Assignments 
and 
Eva luatIon 
38. Design of apparatus, structure, 
original work 
39. Formulation of hypothesis 
40. Formulation of deductions from 
abstract symbols, propositions 
41. Drawing of inductive generalizations 
from specifics 
3.60 Evaiuation 
Provides for: 
42. Evaluation from evidence 
43. Evaluation from criteria 
Criterion 4: Moral Development 
Provides for: 
44. Expression of worth of information 
or ideas in ethical terms 
45. Presentation of solutions in 
context of ethical values 
46. Judgment of problems in terms of 
situation, purposes and 
consequences using ethical 
criteria 
47. Opportunity to convince others 
in terms of ethical values 
48. Opportunity to take action in 
terms of ethical values 
Criterion 5: Civic Responsibility 
Provides for: 
49. Interpretation of information and 
data related to social, political 
and economic life 
50. Application of intellectual skills 
to the analysis of social issues 
51. Weighing of alternatives against 
the standards of public welfare 
52. Opportunity to take action in terms 
of social responsibility 
Appendix E 
Description of Courses Reviewed 
Training Courses 
Class A 
Title: Accounting I 
Offered by: Training Program for State Employees 
Number of Meetings: 14, 2-1/2 hour sessions 
Number of Students: 24 
Class Observation: One, two-hour session 
Discussion with Instructor and Examination of Course Material 
The Accounting I course, offered as part of the professional 
development program for state employees, was taught by an instructor 
who also teaches accounting to undergraduates at a university and a 
community college. In an initial discussion with the instructor, he 
indicated that the objective of the course was to assist the students 
to learn basic accounting so they could advance in their jobs. There 
was no syllabus for the course which delineated this overall objective 
more specifically. 
The text which was used for the course was the same text the 
instructor used in the college accounting course. The text included 
procedures as well as discussions regarding those accounting proce¬ 
dures. Practice problems were worked out in each chapter and the end 
of the chapter contained additional problems to be worked out by the 
student. The text discussed the role of accounting in business and 
government and raised ethical issues for discussion. However, the 
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instructor indicated that the only material used with this class 
related directly to the accounting process. The instructor also indi¬ 
cated that students were expected to do practice problems for homework. 
Actually, time was provided the first half hour of class to work on 
practice exercises. No tests were given and individual student work 
was not evaluated. From the discussion with the instructor, it was 
determined that the method generally used in class was an explanation 
of an accounting practice or procedure, a demonstration of the proce¬ 
dure with one or more problems and an opportunity for students to ask 
questions about the process. The text called for some written work in 
addition to the accounting problems but the students in the course were 
not assigned those exercises. 
When the course materials and instructor’s comments were evaluated 
against the checklist in Appendix D, it was determined that the text, 
although focusing on Knowledge of Specifics (1.10) and Knowledge of 
Ways and Means of Dealing with Specifics (1.20), did also include 
Knowledge of Universals and Abstractions (1.30) and Knowledge of 
Development of Universals and Abstractions (1.40). However, this 
course utilized only parts of the text which focused on 1.10 and 1.20. 
Similar conclusions can be drawn regarding the other criteria in 
relationship to the text. In the area of intellectual development, the 
text, although focusing on Translation (3.10), Interpretation (3.20) 
and Application (3.30), did include questions which would call for 
Analysis (3.40), Synthesis (3.50) and Evaluation (3.60). The material 
used in the text for this class focused on 3.10, 3.20 and 3.30. 
Finally, the text had some examples and questions which posed ethical 
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questions and would relate to criterion four, Moral Development (4.00), 
this material was not used. Civic Responsibility (5.00) was not 
addressed. 
Since there was no syllabus or evaluation, judgments could not be 
made regarding these. The objectives expressed by the instructor 
clearly fell under Knowledge of Specifics (1.10) and Ways and Means of 
Dealing with Specifics (1.20), Translation (3.10), Interpretation 
(3.20) and Application (3.30). 
Classroom Observation 
One class period was observed which lasted 2-1/2 hours. For the 
first half hour the instructor was not present; students worked on 
homework exercises. When the instructor arrived, following the taking 
of attendance, the instructor briefly reviewed the chapter dealing with 
credits and debits, which had been presented the week before and on 
which the homework assignment was based. Another problem was given 
similar to the assigned for homework. Students worked on that problem 
for about 15 minutes. The instructor then did the problem. One 
student asked a question. The remainder of the class period continued 
in a similar manner with only limited student participation with ques¬ 
tions that related to specifics regarding the problems being completed. 
An analysis of the checklist completed during the observation 
showed that class time focused on Knowledge of Specifics (1.10) and 
Knowledge of Ways and Means of Dealing with Specific (1.20) under 
Knowledge, Criterion One and in Translation (3.10) and Interpretation 
(3.20) under Intellectual Skills, Criterion Two. 
189 
Class B 
Title: Effective Meetings 
Offered by: Training Program for State Employees 
Number of Meetings: Two full-day sessions, 12 hours of class time 
Number of Students: 15 
Class Observation: First three hours 
Discussion with Instructor and Examination of Course Materials 
The Effective Meeting Course was taught by a trainer employed by 
the Personnel Development Center of State Personnel. In an initial 
discussion with the instructor, she indicated that there was no pre¬ 
pared syllabus for the course and that the specific objectives would 
emanate from the class during the opening of the session. She indi¬ 
cated that overall, the purpose of the course was to assist employees 
improve their ability to run job related meetings. 
There was no text for the course but handouts were distributed 
during the two-day course. The handouts were primarily informational 
covering the following topics: a Summary of Roberts Rules of Order and 
an Overview on Parliamentary Procedure, Meeting Techniques (including a 
preparation checklist), Blackboard Headings (for charting meetings), 
and a Code of Ethics. Qualities and Functions of a Good Conference 
Leader, (as well as a listing of mistakes usually made by leaders), 
Conference Types, and Role Play material prepared as background for 
role play exercises were distributed. A film on effective meetings was 
to be shown the first morning. 
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The instructor indicated that the first meeting day and morning of 
day two would be devoted to a discussion related to running effective 
meetings and the afternoon of day two would consist of a role play 
exercise. The instructor also stated that the course on Effective 
Meetings was training in contrast to another course she taught to state 
employees on supervision. There were no homework assignments. No 
evaluation of student performance was conducted other than an oppor- 
tunity for self evaluation following a final role play which was 
videotaped. 
Course materials focused on the techniques for running meetings 
with emphasis on Knowledge of Ways and Means of Dealing with Specifics 
(1.20) with some attention to Knowledge of Specifics (1.10). The role 
play material and the Code of Ethics set a moral context for decisions 
about a meeting and addressed Moral Development (4.00). The role play 
exercise was an Application (3.30) and was structured to provide oppor¬ 
tunity for Analysis (3.40) and Oral Communication (2.20) with attention 
to presenting positions clearly and engaging in discussion inter¬ 
preting, analyzing and summarizing. 
Classroom Observation 
During the first part of the class session, students introduced 
themselves and stated why they came to class and what they hoped to get 
out of the experience. The students wanted techniques, not only for 
job-related meetings, but five students indicated a need to gain 
techniques related to voluntary activities particularly in municipal 
government. This portion of the class lasted for close to an hour and 
included interaction between the student and the instructor and some 
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interaction among students. The list of objectives generated by the 
students was as follows: setting meeting objectives, improving group 
P^tticipation, changing attitudes, handling disruptions including crowd 
control, conflict management, building consensus and determining leader 
and participant roles. The instructor then set the agenda for the 
morning and presented information regarding types of meetings, pre¬ 
paring agendas for meetings and preparing the environment for a 
meeting. This segment focused on information with some questions from 
students and some questioning of students. 
Following a 15-minute break, a movie of about 30 minutes was shown 
depicting errors in meeting preparation in the business setting. 
Following the film, class members engaged in discussion about the film 
with the instructor drawing out the main points of the film related to 
the information presented earlier including meeting preparation, agenda 
development and participant roles. 
The checklist completed during the class observation shows that the 
focus was on Knowledge of Ways and Means of Dealing with Specifics 
(1.20) with some attention to Knowledge of Specifics (1.10). In the 
area of intellectual skills, the class focus was on Interpretation 
(3.20) with Translation (3.10) and Application (3.30) coming next 
infrequency and a few interactions on the Analysis level (3.40). 
Students drew examples for the discussion from Civic Responsibility 
(5.00) and the class discussion touched on ethical responsibility 
related to both Moral Development (A.00) and Civic Responsibility 
(5.00). 
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Class C 
Title: Leadership Effectiveness 
Offered by: Corporate Training 
Number of Meetings: Two full-session days, 12 hours of class time 
Number of Students: 17 
Class Observation: Two mornings of the course, six hours 
Discussion with Instructor and Examination of Course Material 
The Leadership Effectiveness Course, offered by the corporate 
training program of a large insurance company for employees with super¬ 
visory responsibilities, was taught by a trainer employed by the 
company. In an initial discussion with the instructor, she indicated 
that the objective of the course was to help participants perform 
better on the job. The specific objectives of the course were outlined 
by the instructor. These were presented to the students in the opening 
of the course and were as follows: 1) develop a leadership model which 
characterizes leadership styles; 2) analyze - apply a method for deter¬ 
mining the leadership style with the highest probability of success; 3) 
apply the model to the resolution of performance problems; 4) examine 
the most comfortable personal leadership style; and 5) develop perfor¬ 
mance plans to increase leadership effectiveness on the job. 
The text and supplementary materials for the course were all 
developed by a firm which specializes in management training. The text 
included theories, concepts and applications of situational leadership. 
The text addresses a number of theories of leadership and of motivation 
but ties these back to situational leadership. The text also suggests 
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supplementary readings. However, none of these readings were required 
as part of this course nor was attention called to them. Very little 
attention was given to the moral dilemmas that relate to leadership 
behavior in the text or other materials. 
In addition to the text, videotapes were used. These video course 
modules present the course information as well as set the framework for 
applications. 
There were no tests or homework assignments. However, as seen from 
the objectives, the development of an individual performance plan was 
an important culminating activity. 
Course materials focused on Knowledge of Ways and Means of Dealing 
with Specifics (1.20) but Universals and Abstractions (1.30) were 
introduced in the text and videotapes. The emphasis, however, was on a 
single theory and its application. 
The course materials did focus on intellectual skills, as well as 
knowledge, and included questions and activities which addressed Trans¬ 
lation (3.10), Interpretation (3.20), Application (3.30), and Analysis 
(3.40). Major emphasis was on Interpretation (3.20) and Application 
(3.30). The culminating activity, development of a performance plan 
required Synthesis (3.50). Little attention was given to Written 
Communications (2.10), Moral Development (4.00) and Civic Responsi¬ 
bility (5.00). 
Classroom Observation 
Two morning sessions were observed, totaling six hours. The class 
began with introductions, an overview and an outlining of course 
objectives. The first day, course segments addressing leadership 
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versus management, power, task behavior versus relationship behavior, 
and situational leadership were introduced. Video modules were inter¬ 
spersed. Individual and group activities also were interspersed which 
called for the use of information (Knowledge) introduced. Instruments 
were used to help evaluate one’s own leadership behavior. On the 
morning of day two, the information presented during the first day was 
reviewed. The major portion of the second morning was directed at 
developing a model for increasing the maturity of employees using the 
situational leadership framework. The course called for student 
participation during prepared exercises. The instructor also 
encouraged questions and discussion. 
The classroom activity results in a similar profile on the criteria 
as the analysis drawn from the examination of course materials. This 
is probably related to the fact that the course presentations are 
constructed by the management firm which developed the text and other 
materials. Classroom activities during the observations focused on 
Ways and Means of Dealing with Specifics (1.20) with attention to 
Specifics (1.10), and Unlversals and Abstractions (1.30). In the area 
of intellectual skills, Interpretation (3.20) and Application (3.30) 
and Analysis (3.A0) were the focus. Oral Communication (2.20) was 
important as students presented positions and engaged in role play 
activities. Moral issues were raised by students during discussions 
but did not get addressed. 
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Class D 
Title: Effective Meetings Workshop 
Offered by: Corporate Training 
Number of Meetings: One day, six hours 
Number of Students: 14 
Class Observation: One morning, three hours 
Discussion with Instructor and Examination of Course Materials 
The Effective Meetings Workshop was offered by the corporate 
training program of a large insurance company and was taught by a 
trainer employed by the company. In an initial discussion with the 
instructor, he indicated that the objective of the workshop was to 
assist class participants in getting more out of work-related meetings, 
either as a leader or a participant. Course material consisted 
primarily of a company-prepared workbook which outlined the course 
agenda and included the following four units: Why Hold a Meeting?; 
Managing a Meetings Subject; Managing Group Dynamics; and Reviewing 
Effective Leadership Techniques. The workbook set forth the workshop 
agenda; tasks to be accomplished; and outcomes intended, rather than 
objectives. Each unit contained explanatory material followed by 
exercises. In addition, role play materials were distributed during 
class. In information distributed prior to the first session, students 
also were asked to bring an agenda from an actual meeting to class with 
them. Students were not evaluated on course materials other than 
participant evaluation o£ group and individual performance on role play 
exercises. 
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The course materials focused on Knowledge of Specifics (1.10) and 
Knowledge of Ways and Means of Dealing with Specifics (1.20). Intel- 
lectual skills addressed in course materials included Translation 
(3.10), Interpretation (3.20) with some chance for Application (3.30) 
and Analysis (3.40) in relation to case analysis. Moral Development 
(4.00) and Civic Responsibility (5.00) were not addressed in course 
materials. 
Classroom Observation 
The class began by pairing members and asking each member to ask a 
number of questions related to the class member’s background, reasons 
for attending the workshop, and meeting frustrations experienced in the 
past. Following interviews, each class member introduced his or her 
partner. As part of the introduction, meeting frustrations elicited 
were related and were noted by the instructor on newsprint. The 
instructor created a framework for the outcomes of the course by 
indicating that the course would provide ways of dealing with the 
listed frustrations. The instructor then presented information to the 
class about various types of meetings. 
A role play activity was distributed. The scenario was of a 
problem-solving meeting related to a personnel problem. Roles were 
assigned and the role play was conducted. Following the role play, 
members of the group discussed what happened and suggested alternative 
ways of confronting the problem. 
Following a break, the instructor provided information regarding 
setting the agenda for a meeting. Each class member was asked to 
exchange the agenda brought to class with another member and following 
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the exchange to critique the agenda. The critiques were then shared 
and discussed. 
Before breaking for lunch, the instructor provided information 
regarding leader and participant roles in meetings. This information 
would be considered in afternoon role play exercises. 
Class participation was divided equally between the instructor and 
the students. The discussion and role play activities focused in the 
Knowledge area on the Knowledge of Ways and Means of Dealing with 
Specifics (1.20). In the area of intellectual skills, the focus was on 
Interpretation (3.20) and Application (3.30). The problem-solving role 
play required Analysis (3.AO). Moral Development (A.00) and Civic 
Responsibility (5.00) were not addressed. Oral Communication (2.20) 
skills were important as students role played and presented views. 
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Education Courses 
Class E 
Title: English Composition 
Offered by: Two-year college 
Number of Meetings: Semester course (two 1-1/A hour sessions per week) 
Number of Students: 23 
Class Observation: One class (1-1/A hours) 
Discussion with Instructor and Examination of Course Materials 
The instructor indicated that the objective of the course was to 
improve the ability of students to write effectively, particularly 
expository prose. In this discussion, the instructor indicated that 
the focus was on writing skills and really did not address other areas 
such as Moral Development (A.00) and Civic Responsibility (5.00). 
The syllabus for the course expanded on the overall objective 
stated above and stressed development of the ability to write to a 
thesis; develop the thesis by means of comparison, contrast, illus¬ 
tration, cause and effect, definition and classification; explore the 
elements of argumentation and persuasion; master the principles of 
effective diction and sentence structure; and apply appropriate 
research and documentation methodology. 
Two texts were used. One was a writing handbook; the other was a 
collection of expository essays. The essays in the anthology touched 
on a broad range of subjects, including ethical and social issues. The 
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syllabus stressed that the first step in good writing is analysis of 
others’ writing. The essays were used for this purpose. In addition, 
students were expected to evaluate their own writing using the same 
analytical skills. Grammar and punctuation were reviewed, when 
appropriate, using the handbook. 
Assignments included weekly essays and readings in the anthology. 
A research paper was assigned. Class participation was considered in 
the final grade. 
The syllabus and course materials touched on each of the criteria 
and reached to the higher levels on a number of the criteria. Under 
the knowledge criterion, Knowledge of Specifics (1.10) and Knowledge of 
Ways and Means of Dealing with Specifics (1.20) were addressed. A wide 
array of Written Communication (2.10) skills were addressed touching on 
all components on the checklist under written communications, including 
the analysis of one’s own writing. In the area of intellectual skills, 
all levels were called for: Translation (3.10), Interpretation (3.20), 
Application (3.30), Analysis (3.A0), Synthesis (3.50) and Evaluation 
(3.60). Moral Development (A.00) and Civic Responsibility (5.00) were 
evident in assigned readings. 
Classroom Observation 
The instructor opened the class with several observations regarding 
the last writing assignment. The topic for the assignment had been for 
the student to state and support his or her views as to whether English 
should be the official state language. The Instructor reviewed the 
arguments made on both sides of the question. 
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The topic of discussion during most of the class observation was 
logical fallacies which weaken thinking and writing. Before presenting 
the new material, the instructor briefly reviewed the positive ele¬ 
ments, the do’s In argumentation/persuasion. The instructor explored 
with the class differences In deductive and Inductive reasoning. The 
logical fallacies which were addressed included: hasty generalization, 
drawing conclusions from faulty premises, assumed validity, begging the 
question, use of absolutes, and ad hominem and ad populum arguments. 
Terms were defined and then examples were given by the instructor as 
well as drawn from students. Many of the examples used by both the 
instructor and students related to ethical issues and political 
activities. Although the instructor did the majority of the talking, 
student participation was high. 
During the last 15 minutes of the class, the final research paper 
was discussed. The assigned topic for the paper was vivisection. 
Attention was given to how students should approach the assignment. 
The class observation indicated that each of the criteria was 
addressed. The Knowledge criteria was addressed on three levels: 
Knowledge of Specifics (1.10) Knowledge of Ways and Means of Dealing 
with Specifics (1.20) and Knowledge of Unlversals and Abstractions 
(1.30) . Oral Communication (2.20) was called for as students presented 
positions. Translation (3.10), Interpretation (3.20), Application 
(3.30) , and Analysis (3.A0) were used in the area of intellectual 
skills with particular emphasis on Interpretation (3.20) and Analysis 
(3.30) . Moral Development (4.00) and Civic Responsibility (5.00) were 
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addressed as examples of logical fallacies were presented and 
discussed. 
The distinction between what the instructor stated, that moral 
development and civic responsibility would not be addressed, and what 
actually happened in class should be noted. 
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Class F 
Title: Principles of Marketing 
Offered by: Two-year College 
Number of Meetings: Semester Course (two 1-1/A hour 
Number of Students: 26 
Class Observation: One class (1-1/A hour) 
sessions per week) 
Discussion with Instructor and Examination of Course MaterialQ 
In the pre-observation discussion, the instructor indicated that 
the objective of the course was to give students background in the 
principles of marketing. The instructor stressed that the class was 
informal and allowed for the consideration of the application of 
principles. He indicated that he had spent most of his career in 
marketing and used his experiences in class presentations. 
The course syllabus provided an overview of the scope of the course 
rather than objectives. The scope outlined on the syllabus included a 
general view of the significance of marketing with an emphasis on 
marketing of consumer and industrial goods. The course included an 
analyses of marketing institutions, marketing functions, identification 
of target markets and development of essential elements of the 
marketing mix. 
The syllabus further indicated that the course would include 
lectures, class discussions, optional oral reports, written case 
assignments, term papers, a mid-term and final exam. The required text 
contained explanations of marketing principles with examples of appli¬ 
cations of these principles. Case problems were included for each 
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chapter and were assigned for homework. In an assigned term paper, the 
student had to do library research as well as include at least one 
personal interview. Class participation was an important part of the 
course grade. Most case problems called for an application of 
marketing principles. 
The mid-term exam was examined. It largely called for an identi¬ 
fication of marketing terms. The discussion questions called for the 
ability to translate and Interpret. One question called for a dis¬ 
cussion of the complaints about marketing. However, an in-depth 
response to what might be ethical issues was not required to respond. 
The classroom materials addressed all areas of Knowledge including 
some attention to the Development of Universals and Abstractions (1.40) 
as well as Knowledge of Specifics (1.10), Knowledge of Ways and Means 
of Dealing with Specifics (1.20) and Knowledge of Universals and 
Abstractions (1.30). Oral Communication (2.20) was called for and 
considered in class grades, and Written Communication (2.10) was called 
for in class assignments and exams. Intellectual skills were called 
for at all levels with special emphasis on Application (3.30) with case 
problems. Moral Development (4.00) and Civic Responsibility (5.00) 
issues were touched on in materials but only tangentially. 
Class Observation 
The instructor opened the class by bringing to the students’ 
attention, newspaper or magazine articles and advertisements which 
illustrated principles already discussed. Many of these had been given 
to the instructor by students. 
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The mein topic for the class dating the observation was market 
development. Included under this topic were market diversification and 
market penetration. The Instructor first reviewed definitions of terms 
and then used a specific product and brainstormed with the class possi¬ 
ble markets for that product. Distribution systems were discussed and 
ethical issues were raised related to product distribution. Another 
product was introduced and the instructor distributed a diagram to 
illustrate marketing channels. 
The case problem assignment from the text for that day was sum¬ 
marized. Students contributed their solutions to the marketing problem 
posed by the case. Some attention was given to the issue of business 
involvement in community service as a result of the case. 
The instructor did the majority of the speaking in class but 
students did participate in response to questions and in the case 
problem exercise. 
During the class observation on the Knowledge criterion, attention 
was evenly divided among the Knowledge of Specifics (1.10), Knowledge 
of Ways and Means of Dealing with Specifics (1.20) and Knowledge of 
Universals and Abstractions (1.30). Translation (3.10), Interpretation 
(3.20), Application (3.30), and Analysis (3.40) were used weighted 
toward the latter three. Moral Development (4.00) and Civic Responsi¬ 
bility (5.00) were touched on. 
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Class G 
Title: Business Policy 
Offered: University 
Number of Meetings: Summer session, five days a week, 2-1/2 hours each 
session 
Number of Students: 23 
Class Observation: One two-and-one-half hour session 
Discussion with Instructor and Examination of Course Material 
The Business Policy Course is a required course in the senior year 
for business majors. The course instructor has academic background in 
both business and education. In an initial discussion with the 
instructor, he indicated that the overall objective of the course was a 
demonstration of a synthesis of the knowledge gained in the business 
courses taken by the student. This was accomplished through a computer 
simulation where students confront decisions regarding the operation of 
a large corporation. The evaluation of those decisions is based on the 
financial success of the corporation. The simulation entitled, The 
Business Strategy and Policy Game, was developed outside of the insti¬ 
tution and calls for the manipulation of vast amounts of data as part 
of the decision-making process. 
A workbook type text was used to accompany the computer simulation. 
The text addressed the principles to be demonstrated through the simu¬ 
lation. Students were divided into groups for the simulation with 
groups competing against one another. The major tool for evaluating 
student performance was the simulation. The instructor indicated that 
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he also would give an exam but since It had not been written 
not share it. 
he could 
When the course materials and Instructor’s comments were evaluated 
against the checklist In Appendix D, It was determined that the text 
focused on Knowledge of Ways and Means of Dealing with Specifics (1.20) 
with attention to Knowledge of Unlversals and Abstractions (1.30). In 
completing assignments called for In the text. Intellectual Skills were 
required, particularly Interpretation (3.20) and Analysis (3.2,0). The 
simulation called for use of three Intellectual Skills. These Include 
Application (3.30), Synthesis (3.50) and Evaluation (3.60). Neither 
the text nor the simulation addresses Communication Skills (2.00), 
Moral Development (4.00) or Civic Responsibility (5.00). 
Classroom Observation 
One class period of 2-1/2 hours was observed. Upon arrival at the 
course, two groups of students were meeting to discuss the simulation 
exercise. The instructor convened the course by providing general 
information about the mid-term exam as well as introducing some mate¬ 
rial from the simulation manual. The majority of the class session was 
spent on a review of important information that would be included on 
the mid-term exam and that would be needed in making decisions for the 
simulation. The instructor stressed the importance of this knowledge 
base. The major concepts examined during the class were as follows: 
factors influencing the life of a corporation including technological, 
political and legal factors; conducting an industry analysis including 
defining what business a company is in and evaluating productivity, 
nature of demand, availability of input and nature of competition; the 
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relationship among price, product, promotion and advertising, and 
distribution; and direct and derived demand. 
The instructor did most of the talking during the class. He used 
both deductive and inductive approaches in presenting the material. 
Sometimes he would use an example to draw out general principles. 
Other times, he would present a principle or concept and either give an 
example or elicit an example from the students. Questions were asked 
by the instructor to ensure students understood the material being 
presented. Moral issues were raised in relation to business decisions 
but they were not confronted. 
This class focused on the Knowledge criterion with attention to 
Knowledge of Specifics (1.10), Knowledge of Ways and Means of Dealing 
with Specifics (1.20), and Knowledge of Universals and Abstractions 
(1.30). The instructor’s presentation modeled use of the Intellectual 
Skills of Translation (3.10), Interpretation (3.20) and Analysis 
(3.40). There was more use of Interpretation (3.20) than the other 
two. Moral Development (4.00) and Civic Responsibility (5.00) were not 
addressed. 
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Class H 
Title: Principles of Curriculum Development 
Offered by: University (Graduate Level) 
Number of Meetings: Summer session, three days a week, evening; three 
hour each session for five weeks 
Number of Students: 35 
Class Observation: One, three-hour session 
Discussion with Instructor and Examination of Course Material 
During the initial discussion with the instructor of the course, he 
pointed to the syllabus when questioned regarding course objectives. 
The syllabus outlined the major areas to be studies but did not clearly 
articulate course objectives. The areas to be studied included the 
following: 1) the dimensions of the curriculum enterprise; 2) the 
basis on which decisions regarding the substance of the curriculum are 
made; 3) the components of the curricula; 4) ways in which curricula 
can be organized; and 5) the processes of curriculum development and 
implementation. 
The syllabus also outlined required assignments which included 
readings in the text, an oral report on a major topic in the text, 
three critical reviews of articles in current periodicals, and a final 
exam which would call for discussion of two major topics from the 
perspective of the important parts of the topic, its relation to 
education and curriculum and its affect on the student as educator. 
The text used for the course covered a wide array of topics related 
to curriculum development with equal emphasis on the historical evalu- 
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ation of the curriculum and the foundations of the curriculum as 
opposed to the anatomy and design of the curriculum. Moral and ethical 
issues were frequently raised in the text, as well as questions 
regarding the philosophical underpinning of various curriculum 
approaches and related social issues. In addition to the text, two 
bibliographies were distributed to students. One addressed curriculum 
development; the other provided a list of books and articles related to 
futurism. 
In the initial interview, the instructor indicated that class time 
would allow for extensive interaction between professor and student. 
He stressed that he utilized a method f question and response. 
When the course materials and instructor’s comments were evaluated 
against the checklist in Appendix D, it was determined that the text, 
in particular, focused on all levels of the Knowledge criterion with 
emphasis on Knowledge of Universals and Abstractions (1.30) and 
Knowledge regarding the Development of Universals and Abstractions 
(1.40). The text material didn’t call for direct use of Intellectual 
Skills but the authors used Analysis (3.40) and Evaluation (3.50) in 
writing about various topics. Moral Development (4.00) and Civic 
Responsibility (5.00) also were addressed. 
Stated class objectives clearly focused on knowledge emphasizing 
the Knowledge of Ways and Means of Dealing with Specifics (1.20). 
Assignments and the student exam utilized intellectual skills calling 
for Interpretation (3.20) and Analysis (3.40). 
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Classroom Observation 
The instructor opened the cUss by presenting a ntnl_Usson about a 
battle of the Revolutionary War. This mini-lesson was Intended as an 
example of the presentation of information which had no meaning to 
students. The Issues pointed out related to the need to ground facts 
in a meaningful context. 
Following the initial presentation and discussion (30 minutes), the 
remainder of the class period (with the exception of a 15-minute break) 
emanated from the question of why do we need critical thinking and are 
we teaching it. Most of the discussion related to presentation of 
examples of personal classroom problems. The discussion was not drawn 
together and could be best labeled as casual conversation. 
As indicated, so much of the time observed was devoted to informal 
discussion that it is difficult to use the criteria to draw conclusions 
regarding the class focus. In general, the discussion stayed at the 
lower levels of the Knowledge criterion, Knowledge of Specifics (1.10) 
and on criterion three, Translation (3.10), Interpretation (3.20) with 
no attention to the other criteria. 
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